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N ‘ K Foreword

, * * ' K . ¢ f .

There can be no simple treatment of curticulum. The subjcct is com-
plex and vast, defving casy definition. In the following phges, curriculum
is analyzed in terms of its many parts—theory, *structure, contont, and
implementation.

Curriculum must be concerned wnh suBject. What do we want stu-
dents to learn? What do they need to know in order to livée life to the
fullest? They need to sead, to write, and to compute. They sBould be able
to eapress themselves ereatively in vocations and avocdtions. They need
to be able to purticipate in demo@h‘c\y/ and to earn a living that will
bring them joy, satisfaction, and self-respect,

Curriculum mus? be concerned with system. How cun we manage ‘the
process of education so it is humane, accessible, and exciting? The dis-
ciphnes must be organized soas to be independent, yet related; discreet,

. yet balanced. Traditional structures and new organizational concepts must
be  analyzed with the learner always in the forefront. Systems are worth-
. while when they. serve people .and nurture those for whom they are dc-

signed: school systems are designed for. students, .

Curriculum, the complex network of what to teach and how to teach

. it, exists for students. Educators’ cun become so enmeshed in technology,
philosophy. and management that they forget the focus of their endeavors
whom they are serving, We must constantly strive to educate in a manner
~ < Jthat will humanize. personalize, and civilize. An educated pgrson is one
ho knows the differeace between the mundane and the important, between
satiation and satisfaction, between escape and recreagipn. The educuted
s person understands self as well as society, and reaches §¥evel of fulfillment
that allows freedom from elitism and pscudo-sophistication. The edutated

« person is free. .

In this Yearbook, we have the components of the ideal LUI‘I‘ICU'lJm-—-
that delicate halance among knowing the subject, knowing the system and
hnowing the student. The authors call for quality curricufum that will fuldll

§ the learner: effective curnculum that will stimulate the learner; and valid
currrzulum that will prepage the learner to deal with soeiety and self. What
greater goal could be devised?

BENJAMIN P BERSOLE
ASCD President, 1979-80




. Introduction
g Arthur W. Foshay
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THE VUTEMPT HERE is to bring up-to-date a constant theme in
ASCD yearbooks —-hew curriculum workers may do their work. What we
offer is the combined judgment of a number of curriculum workers. The
judgments are based in part on, what has been said urjd thought about
curricylum work and in part on*the experience and understandings of
reality the wgiters have. - .
Considered action for curriculum improvement is based in part on
theory and in part on experience. We have organized the present year-
book accordingly. The first three chapters (by English, Holman, and
Girannis) deal with the culture of the school and were influenced some-
what oy the work of Sarason. The next four (by Walker, Foshay, Connelly
and Elbaz, and Gav) deal with certain aspects of curriculum theory. The
final three (by English, Czajhowski and Bgtterson, and Weiss) deal with
certain aspeets of the way it all is. s
Fhe book is addressed primarily to the ASCD audience, which con-
sistg maunly of people directly involved in curriculum work in school
svatemis. These people are the object of many conflicting pressures—-to
acvommuodate the often ignorant demands of the papular press, to respond
to the needs teachers have to make sense out of what they are doing and
wish they were doing, te meet the sometimes idealistic hgpes of boards
of education, nnd to make the whole affair operate efficiently and eco-
nonucally. We hope the ASCD audience, whether it -is experienced in
curniculum work or not, will find useful suggestions in these page). If
curnicutum workers are not o be whipped from one fad to another, they
will need @ understand the school milieu, to know what the—thodels of
cutnculum development are, to understand talk about the curriculum, and
to be acyuamted with some of the main coneepts that govern the field.
Fhey also will need practical suggestions that put the writing and talk,
the miodels, and the concepts into action within the schools gs they are.
Franslating theory into practice has never been easy. hope we
have helped in tms ditlicult process here. )

” - )
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Wi BEGIN WitH o consideratipn of the school as a culture.
So to copnder it may make 1t seem a little less strange to those who
enter at as partictpating aduhs.-The ofticigls of a school see it in entirely
diferent terms from those of the studcnt}i)r the general public.

From the inside the school s, first of all, a public organizationt. In
chapter | Fenwick Englhish tees it this way. As a student of organizational
behavior and as an experienced school superintendent, Dr. English con-
sders an some depth the effect of school-community relations on the
whouol. Readers of his ch. ipter should come away with an increased under--
standing of the nature of community pressures.

A siew of the school culture fromfthe inside is offered in chapter 2
by Fyvelvn Leszzer Holman, Leaning heavily on Sarason’s important book
and on her own professional experience, Mrs. Holman offers a view “of
the internal workings of the school that is realistic yet theory oriented.

In “Classroom Culture and “the Problem of Conrrol,” Joseph Grannis
offers 4 stmulating account of cugrent thinking about and practice in the
awtual operation of classrooms, He calls attention %o malpractice .nnd to
Pttt i hinutations tsee his eloguent statement on herding) and offers a
yiston of clissroom practice that is at once inspiring and practical.

there we have s the school i the community, the school as o 3
whole, the classroom yll from the pomnt of view of the school as a culture.

\
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v | The Dynamics of School
: -~ >  Community Relationships -
' B Fenwick W, English
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pressares ,md halance.
Fhe boundary between’a school system and its community is some- ,
what Tuzzy. School system and community relationships appear to remain
N, trapquil as long as the schoal svatem dncx not stray too far or too long .
from the dominant attitudes of its community. An attitude is a kind of
predisposition to reatt o certan wiy to specific stimuli. On the other
rird,an opimoen s o kind of elief that a person can hold without any
decp emotional reaction.’ School practices that are compatible with paren-
tal and commumity opimion will be tolergted and perhaps accepted. How-
ever. those that do' not conform to the attitudinal gnrc of beliefs may cvokc
Cstrony reactions and vauntermedsures, :
Like most human systems, schools create buffers so as to¥avoid “ex-
cessive meddling from L\lLr)dI forces. The first school system buffer is
the hoard of educanon which s contined (in theory) to dealing dnly with
: pabioy decsions and not operational ones. This means that even if a policy
v Chaneed, the esentual mpact may be operationally small. 1f a school
boand develops e polies about the priorities of basic skidls, the decision
My net Chanee any g provrammatically,
\ ~sevond batler s the otficial school curniculum. The curriculum
reprosents the “eore technolopy™ of sehools As such it contains a fair

- { .
CHOR Eachvhoid N oo Foehish A Caomprehensive Dietionary of Psyeho-
ool e Pyvoroneadee Tevoy A Gade to Esaee (New Yorke .\lCKZl_V.
Pass s arediy S ey e die s feavurement o Aitiiades, by Marvin E Shaw,
and ok MO Worht cNew Yotk MeGrraw-Hhill 1967) p. S

: Panes DY Fhempsan el earccattemy an Acten (New York MeGraw -Hill,
‘ ity
|
o
)
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share-of technical laneuage and jargon. One of the many symbolic func-

\Jions of the curriculum is to discourage interference by the co:pmun}ty in
the actual operations of g school, or school sysrem, The curriculym is
therefore a barnier or, butfer to wxtensive aiizen medling. Citizens will
often tuhe 1t more senoushy than professionals, who may secretly ignore
it. However, i a conthiet \uugm:m both professionals and citizens will go
to war asaf asmall word altered here and there will lead to an enormous
impact. The eurriculum s a polincal svmbol inghus respect. It stands for the
terpitorial Perguisites of educators 1o actally decide, often, arbitrarily,
what will be taught and under what conditions. |, .

Citizens are not without recourse and, if mobilized properly, can
eveually preval i almost all situations of conflict. Their first recourse
iIv with the board of cducation. Citizen actions may force the board to
weply, or catizens may elect new members committed to a certain point
of view. Once the board hus been altered, the community piay seek to
mfluence the Chiet school othicer or to control the structure of the system
by providing him her with a set of directives or by changing superintend-
Cnts. Y

Phe preceding set of acnons s an example of what may happen when
A errant seneal sysiem” crosses the “zone of toleranee™ of the com-
muiuty, '

¢
Inrealits the zone of tolerance coneepr Savy, no superintendent or school
baard can obtun approsal trom the commurin tor poiicies which conflict with
predennmat commumity preterences It the board and it adnumistration per-
sistan enacning podioy Lutside the bafnds of the public needs and desires, they
rish oper conthigd with the communy

Factors Which Govern School-Community Conflict
.
Faree sehool soatemy are not any more prone to conflict with their
commumtes than sl ones bt the Commumities are relatively homo-
geneets Beowse Lareer svstems usually include more citizen heterogeneity
motert s of che dopunant value structure of attitudes, more conflict may
he produced Sz per ses howeser, s not the key determinant, As any
comnmeinty becomes more diversticd and shifts oceur in ctizen attitudes
fnot. pecons i consesus hecomies more ditlicult at the policy level, The
Cone vt tolvrance” s mure dithicalt to wlentify n heterogencous com-
Tmumites G dinvers iy sresents el governance problem and i broader
sone i coleraace T vet the school sastem may have fewer options for fear
of clemdine iy vy wathen the Larger community.
\nether tacter which moy intluence the level of posable conflict is
the ameant of ntoraston the commumty actuddly has about the sehools.
Vo ovtre el Raowbedeedble community would bg able to provide much

Nt oo Scheed Besdo Assovatien Woar Do B Rerow Thont S hool
e Fovaon 1 Nationad School Boards Nssogaten, 1975, P X
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THE DYNAMIUS OF SCHOOL-COMMUNITY RELATIONSHIPS.
. [ ’
clearer directions to its viceted officigls. A less informed electorate may
create the conditions @ which the “zoite of tolerance™ is again larger, but
when-attention 1s focused on a specific subject, the electorate may getually
be very much njore discriminating, , ’
In 1974 the Nauonad School Boards Association commissioned the
Gallup Poll 1o examume the lesdl of information among the general publié
about- school board operations, The Poll revealed that fully 63 percent of
the general public could not nume one action by their local school boards;
fpcrucm did not know what the role of the school board was; 40 pereent

of the sample thought thyt the PEA had sesponsibility for rurining the

public schools as opposed to S8 pereent who thoughty the schoel boord
had the responsibiliy .

While the word corggeulum was not-used in \\l\lllL the respondents
about areas of authority of bourds, two items within the Curricalum area
were nctuded s deading what testbooks to use and what subjects should
be Laught. OF the adults resporiding, 34 percentandicated that they thought
boagds should huve o great deal of authority © in deciding what textbooks
to tse, 35 pervent telt u fair amount of authority,” 5 pereent said “no
autbonty ™ and 29 percent did not know.”™ In the area of subject de-
termination, 30 percent indicated that boards should decide with “complete
authontny™ what suh[uts shoule be taught, 35 pereent indicated “a fair
amount "o quthonty,’ 3 percent said noauthority” and 30 pereent
“didn't hnow .

A hdand of cducaton mas not be representative of a. community.
Shitts 1 the electorate may takhe place after.elections. There may be times
when o hoard 1 operating on . past understanding with its gonstituencics,
and uther the understanding s no longer functional or the constituents
themselves have ctaneed. The wader this 'dn\p.mn may be. the more mis-
leadine board approval of school district actiens may be. However, at
some pornn time the dissonance between the community .md the school
distrect must aen comd o some hind of batanee. .

Eyen when this disparity as no fonger o problem, the possible fack of
representativencss of boards ot education rses other ineresting questions
abowt possihle contliot Boands tave tpically rcpréwmul asmall section
ctthe communits 1900 study conducted by the University of Michigan
and Unnversity o Oree noindheated that the soctocconomie characteristics
of board members were 90 percent male, 96 percent white, 47 pereent
Podvelus of coblege, o poreent 039 vears of aee, 85 pereent Proteptant,

ENGsead School Bods Ncoaatun, The People Tock ar e School
Beindv cemyaen HE O Nomonal school Boards Association, 1978), po S,

S Penns vy Sohod? Boatds Nssocnation data cited in PSBA Bulletia 40
ENCprtenher O ctier Pa%n The PSBA wan compating Pennsvbvanta hogatd
ot eorene s werts the iatenab date T Penasoy anee the board was ST perceny

Mo Iy pereent wbate P opercent b veans ot college. 71 pereent 4049 VUS

corace b percont Procetant and £ percent Repabhican,
*

. o 1”




. Areas/lmues Which Portend Conflict .o

"’ \Uhdl\ ISONS

: - . ,
4 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT

~and 44 perum Republican. Bards are therefore not. representative of the
population at large, they are considerably underrepresentative of wtmen, ~
* #acial minorities, nonclillege graduates, and non- Prmesmm religious in-
Lhnauuns ¢

. . .
.

*

- Perhaps the most explicit Tist of sensitive areas in which cammuinity
attitudes may portend Contlict with those in the school curriculum was

o loped by o oaticens” group in the Kanawha County, West Virginia, .

textbook rebetlion, The list of taboo pmturcs'was‘signcd by 12,000 citizens
after multgultural textbooks were adopted by the board of €ducation.” The
list provides a synopsis of trouble and conflict experienced in the rest of
the nation, but none elsewhere has beep on quite such a scale of magni-
tude as in-West Virgima, Paraphrased somewhat, no text.or currjculum
would be supported if it: /\

-

I. Raised qucsti({ns about the sanctity of the fafnily unit;

2. Questioned belief in a Supernatural Being or a power beyond man;
3. Demeaned, encouraged skepticism, or fostered  disbelief in the
political system desernibed ifMhe Constitution; -

4. Downgraded the econemic system referred to as free cmcrpriw'

. S. Fncouraged disrespect fnr the Taws of the nation, the’state, and its

v . -
.

6. Fostered disbgliet in thc history and heritage of the U.S., .
7. Ad\.m;;ncd. suggested. or implied that traditional rules of grammar

and vocabulary of the English Linguage were not proper;
8. Dealt awith rehgion in any manner or supported programs that
fostered rebivious disbelief. The denial of supernatural fogees is a form of

rehigion and must also be unconstitutional

Several additions could be made to the list including the rejection of
any hook which used profanmity, encouraged racial hatred, did not en-
courage lovahy to the Umited States, or defamed any of the nation’s
founders by misrepresenting their motives or deals, Among the targets of
parents i hangpwha County weres ..

tenttooks” tse o opencended  guestions o encourage independent
thought and anahvais G0 the part ol students Parents have complained  that
quoestiens cgneermng the students” feehines, their expeniences, and their home
hte consnitute wn s avion of privaey. They have contended, also. that students

Satnenagd Pducaton Assoctanon, Kanawha Counev, 3 e Voo A
Lovive s Nevas o Codezeeal Conplier 0W ashington, D C L Nanonal Fdugation
Avsociation, §ehruary 1978, pp. E8-19. ’

Ir .
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Jhould not be asked what they think or_how, they should hehav». they should .

he told what to think and how to hehave.?

A publication front the John Birch Soticty similarly repeated the
attitude: . s

It sou want to please o “Liberal,” turn over a rock so he can luxuriate in
the voze of his ceuntry’s maeined shorttalls, Never nund that this is the great-
est’cauntey on varth, whose noble adeals should. be taught to our youth, Let
him damn these deals and wallow instead in gutter culture and ghetto language
with revolutionaries, rapists. and prostitates tor his heroes. But plcasc keep
hum wway Liom our Childrea -

Three years later in Montgomery  County, Maryland, <  wealthy
suburb of Washington, D.C.0 a parent group called CURE (Citizens
United for Responsible Education) protested to the school board fo re-
move srom the curniculum a book called The Learning Tree by Gordon

Parks. CURE obpected to the sexually explicit language and profamty.

expericnced by the book's central tigure, a 12-year-old black boy growing
up in Kansas Cuy,

In a0 heated deddogue with the leader of CURE, a board member asked
the group whether it would ban Shakespearean plays, the Bible, or “even
Madame Bovary™ because of sexually eaplicit language. The CURE leader
respoided that “Shakespeare’s sex is not explicit or vulgar,™ \

A parent group in Frederich County, Marviand, tried to have the
hook Grendel, a modermization of the English . .ssic Beowulf, banned.

Fhe group charged that the book usgd “vile and vulgar language™ and

promoted a4 negative view of bife.”
The preceding evamples show how some school systems’ actions in-
volvite-certun sssues have gone bevond communities™ *zones of tolerance™

and resulted in - sehool-communnty conflicts. The “zone of tolerance™ con-,

cept abo mcludes contlict mimated by the community and thrust upon
the schools For example, i Marion County, Indiana, the West Clark
Communiy School Board-adopted o texthook called A Search for Order
ot Complesiy atter public pressure was apphied. The text, developed by
the Institate tor Creation Rescarch, attempts to pre ent findings which
retute evoluton and support biblical creatiomsm. he Marion County
Supenor Court rul®i that the use of the book in the public schools was
contradictory to 200 vears of comstitutional government,

-
Cleariyv, the parpose ot 4 Searchh 1ar (hger in Coonpleviey is the promo-
ton and indusion ot tundamentahist Chistian doctnine v public schools. The

- *

Slind p 1S .

*Taba Howr  Parents Resolt When Fextbooks are I‘mp;xgumlu." American ,

oo s Nosembey 197
, Lanny Johnsen e Doarnane Dree Survives Assault by Montgomery
Counts Parents Groap 7 odyeeren Pose 200 Fune 1978
! . . g (1Y
“NMoeen Dowd Book Censorshup Deawd i Dibranes, Alive in Schools,

Woovie oo N 22 Jannagy THTR see B
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pubiishers, lhcm\cliu .xdmlt that this text is designed to find its way into the
public schools to < tress Biblical Creationism. !

In the same year that the Marion Coum) Indiana, case was decided,

the -Dalls Independent School District ofticially adopted A4 Search for
- Order (n( omplewty as g source book for high school biology students.

On 4 six to thrée vote, the_board split along racial lines in approvmg/All
the white membeis voted to aceept 1, and the mmontv members op)mscd
i

There are also cases in which both the schools and the community
majority apparently find a practice acceptable, but it is deemed unac-
ceptable by i muonty. For example, a national survey condugted by the
Anti-Defamation | cague of B'nai B'rith found that a majority of American
public schools snf( mnore the spirit of the First Amendment. The survey
was conducted in 103 communities in 31 states and the District of Coliim-
hia and indicated that 91,5 pereent of those responding said their schools
coriducted holiday concerts with religious content, most often Christian.
Oine-third of the respondents said that the schools in their communities

sed Uprayers, hymins, and biblical selections or taught’ biblical, principles

such as the aceount of Creation in Genesis,™ ¥

Implications for Action S

Not only are school-comniunity  reTationships *dynamic and tension
filled. but they are also fransac lu(tal Eqggh partner m the dyad expects to

et mnuthnu. from the other: !

Why t}u.n shouhd achool people want to be responsive to what they con-
Wer virtnaliy s anable, potentially Tess-informed. and legally non-acgountable
commupities” The big carrot n eliciting responsiveness from school people is
the support of ther Cientele. That support s no lun&,cr freely given. It is

evchanged tor something '
.

Commumties need schools to provide children with the results of
schools” anstructtonal programs. Children require skills, concepts, and

nowledees o make therr way in society and to find” the keys to self-full-

hlhnent and the good hite. Schools peed the support of their communities

"Hendiew v Campbell, T T, S l(Sup. Ct. Marion County) cited in
National Nssocation of Biology Teachers, A Compendium of Infoemation on
i Picors oot bonlurion wnd the Evolution-Creationnsm Controversy (Reston,
Vo Natonal Asseciation of Brology Teachers, June 1972y, pp. 1-2.

Dathas Schools Pick Disputed Testhook for Biology Claw.” The New
Yoork ooy 28 ].lllll.lf} w27
tvine Spieech. Bt Amendmient Violation Seen in School’s Religious
Practices " New Youk Toney, 30 April 1976,
T bule Mann Some Cheertul Prospects tor Schooling and Public Involve-
mept o papet prepared tor the ! .mn[axl Forum of I eaders-of Fducational Orga-
nzations Washimeton, D C 06 Ngvember 1978, pp. 9-10. (Mimeographed.)
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' o maintain their services_and functions and to grow as viable social
:_ . Anstitutions organizations,
S While the schools could engage in more practices that exclude parcmq .
+ and «communities, inereased solation would lead to decreased support,
even with a monopoly on the sersices they perform. If the people come to
believe that the services are faulty or ware not important, the community .
- will reduce the level of tinancial support directly or indirectly. Therefore,
while schools must exert organizational energy to maintain independence,
. they risk sola.ion and abandonment lf.thc are too successful 4So schools
«have sought o find vaguaws wavs to channel such involvement in a con-

. SSUChVe manner, w "”‘{r lms. to forfeit any of their perceived or actual
prerogatives, A\ revie son¥, of lhug ways is presented. .
} -
Prad

* The Hollmdc of Involvement

Ad llm Community I:Ic'umrv Cqmmittees. At various times school
- districts have formed ddvisory committdes o stydy a particular curriculum
Vor program problem Most often thesy relate to mandated federal and/or
. " state requirements for input by parentd and other citizens. For the most part ’
. few such groups are ev cr~nrg;mircdﬂn areas where the school district al-
. teady haa solidsconsensus in the community. They are usually formed
as g politcal response to g touchy subject such as sex education, religion
i the schools, textbook sereening or guideline dcvclupment thanging’
school boundaries or closing schools, .

School systemy appear to use such groups as sounding bourds, stalking
horses, or hghting rods. They allow the school svstem to’explore alterna-
tives Jo dehcate issues which other subgroups in 4 community may ﬁnd\
politcally - and educationally offensive. If the reaction is negative, the
resultiny ant. msm\m is directed to the ad hoe committee and its work or .
recommendations, rather than to the school system or its staff, ’
‘ The disadvantize of ad hoe committees, from a community perspec-
tsc. 18 that problems are narrowly defined and time is limited. Sustained
examnation of an educational program or curriculum is often impossible
under such circumstamees. From o school svstem’s perspective, a disad-
vantage s that etfort s expended to heep ad hoe groups on target, i.c.,
to heep them trom straving away from their approved domain.

Astrateey called rencene s used for this purpose. Fencing is defining
what problems ate acceptable 1o the school system and thus, by definition,
the poasible solutions Howeser, should any, group stray (oo far and not be
carrected. 4 report van be politely aceepted (and the symbolic function
ol involvement tulhtiedy or quietly studied to death. A repugnant recom-
mendation may abso he fenced off by not assigning it to anyone or to any
deparmment or area i particular for action. Tt simply slips through the
crukx ot the table ot orgamzation and eventually becomes irrelevant.
Gaven enough time, any prepared plan or report has within it enough

. mtormation which needs to be dealt with immediately so that the plan will
Q
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hc;,m a kind of decaving process at a certdin point, no matter how soundly
conceived or reasoned it was onginally. ¢ '

Even af a school *system approaches the use of community ad_hoe
committees with a sincere interest, the t‘ut is that they are rarely spon-
tanequs creations. They are usually initiated by the school district, the
responsibilities sire detined by the school district, and the membership
may Jabso be selecte®by the district, .

These groups may be contrasted with community committees that
form from a common dissatisfaction with some aspect of the school sys-
tem. Some examples are parent groups which organize because they are
concerned with safety to and from school and want to obtain a tratlic signal
at a dangerous intersection or because they are concerned with the actual
or intended use of a controversial textbook in the educational program or
school Tibrary. A taxpayery’ group may organize to restrain or reduce
school taxes. These groups are ad hoe as well, but their objectives, scope,
and memberstip are not usually dictated by the school syytem.

Sooner or later such groups must confront or contact the school sys-
tem, e, attempt to impact the sy stem's behavior. Such contacts may con-
sist of meetings with teachers, principals, the superintendent, or thesboard
of education. The actual transaction may be acrimonious or conciliatory.
‘The school system. however, 1s usually on the defensive because it has had
no opportumty to detine the turf or predetermine the focus of the group’s
apenda. The school system s thérefore U\u;llt; reacting. The “zone of toler-
ance” is defined in the reaction rather than hﬁ!he initiation of the district.

Permanent Groups Committees. Another method the community
nuy Use to become involved an the affaies of a school district is to assume
a variety of rales in such groups.as the PTA, school principal’s council,
superintendent’s human relations committee, ete. These groups may have
a permanent hfe bevond any role incumbent and may continue because of
system-community tradon or dun.md Some may be required by some
form of legislative mandate.

Ombudsman District Outreach, Though by no means 4 dominant
form of mvolung atizens, the ombudsman idea has been tried in some
school distrcts - The ombudsman may be a professional or / knowledge-
able commumity person who helps citizens cut through the red tape and
otticial channels ot the school distrct. The ombudsman may initiate action
ay a kind of svatem outreach or merely respond to calls for help by frus-
trated parents or aiizens

Polls, Survevs, and Needs Assessments, Many school districts
have attempted to tormalize involvement of their communities by system-
aticathy developmyg polls, surveys, opmionnaires, or needs assessments.
Needs dassessment s the most formalized of the procedures.'™ However,

SPenwaich W Enednh and Rowver Kautman, Needs dvwessment: A Focus

toe Cevcndiom Develepment cWoashmgton, D O Assoctation for Supervision
and Cuarreculum Developoment, 19755,
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while it has shown much promise as the most sophisticated of the forms of |

involvement, 1t s not without problems,

The first dithiculty that arises in using a needs assessment is the lan-
guage barner. Bducation has developed a speaitic and technical language
which can be related to sprecitic: practices or activities much more casily
than general fangu®e can. The technical language has meaning for prac-
tuoners, but considerably less for lay persons, To suceessfully involve the
comimnumty, needs assesments, as well as polls and surveys, must be di-
vested of Mrm~nd much techmeal language. But while laypersons may
then respond. their responses become oo general for the educator. What-
ever the results, however, educators are responsible for the translation into
practice. I the results are so general as to provide a great level of variance
in imterpretation, dsayreements within the school distriet can and often do
arise refarding how to mplement the community's feelings and pereep-
tions. Some of the problems stem from attempting to determine exactly
what the commumity was trving to communicate because more than dne
Practice or activity may be involved. Information obtained in such needs
assesstients tand polls and survess) becomes embroiled in systqﬁ politics
and nuay never be applicd. .

However, speatic responses from the community may threaten the
position ofnunorities. When vague objectives predominate, thg impact of
aommotity viewpoint can be much larger than the actual numbers of peo-
ple might dictate. For this reason, those 1n positions of power may -not
desire ranking of objectives, outcomes, or paetices that they perceive not
to beoan the best anterests of their groups.”\In this case, language spe-
ity may be more aomatter of pohitical impadt and power than of simply
descloping curncalunm from specitic and validated outcomes. It has long

been understood” by diplomats in developing workable peace treaties that

general Linguave enabhng more than one logical interpretation may be
necessary tor the parties involved to support any agreement.

Another problem with polls, surveys, and needs assessments is that of
proper samphng of the eroups to be volved. Some knowledge of statistics
iy regited inorder tor the results to, be considered wyalill response.'?

I he question ot what topies to include in polls and surveys can also
be a problem. Community groups most often do not want to focus on the
outcomes or resulis of schoul distiict operations. Rather, most prefer to
cotstder the “sotutions™ such as specitic subjects, grouping methodologies,
tenthaoks, and mstructional matérls or take up matters such as class size,
teacher sabaties, or adnumisteator popylarity. Professionals rightly consider
these tsues as matiers myvolving expert judgment. A turf problem is in-

Shenwach Wb ngdnh, CThe Poliies of Needs Assessmient,” Educational
Tecivmdoon 7N onvember 1977) I823,

Fenwichk W b nelnh and Roger Kautman, NVeedy Assessment: Concept

vrd tpencasien cbnglewond Clitfs, N1 Fducational Technology Publications,
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ey itably pmduud Vhile educalors may not resist having communities
ddmc the results, e, learner yrm\th‘ communities may feel too con-
stricted and not understand the relationshipe between means and ends.

Commumties may come to teel used by surveys restricted to results and /

perceive that such mstruments have little use in helping citizens “run the
schools™ i harmony with their value structure. If citizens are blocked by
iosunvey that doesn’t ask them their feelings about open classrooms, they
nay pereeive that questions about the privrities of reading goals are use-
less. .

Lhus, some questions used in palls and surveys may involve tensions
hetween commmumties and their sehools because of languige, politics, and
values. Hawever, guestions can be ashed about technical innovations or
changes unless such mnosations portend shifts in vatues as well. An auto-

i
l Table 1. The Scncol Comm--mty Transactn?nal Relationship /
| | . SCHOOL SYSTEM
| ISTAGE LEVEL . COMMUNITY BEHAVIOR ~—~.___BEHAVIOR
T, W Stage ! ---In*yrmal reque eat —Pub?ic discussions; call
i Q- Inttianing with system gfficials / for a committee
g Petitions to rheet with —<Call fcr individual
@ . othcrals board on + Citizen response by
e W Jdentitied problems letter or telrphone
N ’ B . |—Circulatic., of a poll,
: . L survey. needs assessment
O St ? D- :logue presentat-in of | —Dialogue; presentation of
i w. Conperative ‘acts agendas. trus system viewpoints and
: NS building - perceptions
N -—Receipt of recommenda-
: : tions and suggestionsac-
) : . tion taken which is iwhar-
‘ ‘ : mony with the community
ZONE OF TOLERANCE
t tage 3 Verbal protests —-Press conferences with
U Soarnien Letters to the editor prepared statements
o Demonstrations —Confrontations by system
< - Circulation of petitions officials 1n public and
v which catil for action or private meetings
CE w support desired solutigns L
8*—,’ SEages 4 Jse of ridicule, call/(or -—Legal maneuvering and
- L4 Rebuke ousters advertising
L  raamized pro.ests and —Posting of notices to
na den.onstrations which call define/confine responses *
> . te recall, 1e ., action to —Reduce access to sys-
w4 remove officials tem information/oftficials
o _‘(' Calls tor invosagations - -Confined speaking time
. Ox Petty harissment ) at public meetings
E) Yoo e 5 Legal acton: 'n;unchons —Exclusion of groups *
2 Sas tion - Special elactions to ’ from all but legally
I c¢hange officials .required meetings
l;" Miitant action to pressure !---1solation qf group -
P otticials sabotage of -Organization of a counter
o d.y to-day operations group of supporters
o *-Legal méaneuvers:;
injunctions
L7 4 . ol e i et e e :
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nrated attendance '.ncc(\\uming system will not be resisted unless it is per-
ceived to be excessively costly. The community value system may be that
tahing attendance s good 4 value ) but that it is togeeostly (a conflicting
value ), Compdtenzed school scheduling may be considered appropriate
until or unless 1t contradicts the value of schooling Ry creating open time
dumw the.schoul day bwhen students may not be required to be in class.
Flesible scheduling v an innovatipn in the late sixties was unappealing
to citizens nat because 1t was- ineflicient or ineffective as a tool per sc
but because unscheduled or vpep time contradicted various citizen percep-
tons about what contituted a”proper school environment. Some com-

munities simply could not tolerate students ‘on the lawn during the school:~

dan . Many conventional school scheduley are today computerized with{ut
controversy because they do not incorporite open time.

Some Signs of Trouble Between School Systems and
Communities

The,dynamic partne rhip between a school system and its community
IS one i Mmh both parties require influence and authority to secure some-
thing from the other. Signs that trouble may be brewing between the part-
ners may smtidly be subtle and cenfused with everyday activities. As the
stehals beTome more severe, they may bgaexacerbated xternal pressures
sich ds i new tas law or curriculum rgljuirements in zorm of minimum
competencies, or by pressures resulting from an uhpopular superintendent
oranternal dissent and anhitant eacher demonstrations. Co "

Lable Tindicates same tengglive signs of five hypothetical but distinct
staees ot school-community relations, Stage 1 indicates typical behavior
when either parmer mtiates actions to involve the other in a transaction.
When each party is tunctioiing 1o the other’s “zone of tolerance,” rélation-
stups are cooperative and productive (Stage 2). -

However, when a partner leatves the other’s “zone of tdkerance,” warn-
e sieny mas be ssued and Stage 3is entered. A community or subgroup

within o community may begin Stage 3 by filing petitions which make de--

mands tor specitic ends o practices or requests for performance of an
action There may be verbal protests at board mectings, PTA wthermgs
and or letters wntten to the editor of the newspaper.

[he schoal system assues warnings by holding official press confer-
chcep denouncing the crntivs by passing along information, or by answering
cl}.*&;}.m.ulc by the subgroup of community representatives. It should be
noted At the decision to engage in actual confrontation is usually a con-
stderdl one tor @ school svstem, Occasional outbursts by district ofticials
when they mas he publicly goaded are not cnnsidcrcd the same type of
FOSPOING ds W Press conterence i which st.nmwnts arsemade for the public
medit
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Each partner niy 1esort to stronger.actions when Stage 4, the rebuke
or repriraand level is entered. The rebuke stage is a censtre level and is
dutferent from the sanction level (Stage §). The rebuke stage is mirked by
a connumty’s underlyng acceptance of the otticials of the system al-
though the communmity may want to block, nullify, or initiate an action or
change, )

"Atthe Stage 5 sanction level, there is a deliberate attempt to remove
officials or Fore a change by direct application of legal or nonlegal actions.
While o school system is not without recourse at this most vislent stage, it
is considerably weakened in terms of the actual alternatives ‘which can be
selected. Extralegal means open to the community or its subgroups cannot

“usually be considered by the school system at all smce there are more

rules, regulations, and laws governing system officials and their conduct
than citizens.

In reality the stuges shown in Table | probably overlap and are not
discrete and separate Spheres of action and choice as shown. In addition
neither a4 community nofNschool system moves from one to the other stage
smouothly dnd i progression. It s quite possible that either partner may
ship several stages and proceed to the most violent level immediately.

Probing ('on!muﬁity' Confidence Levels in the School District

It would be difficult to differentiate the cause and the effect in the
relationship between any community’s “zone of tolerance™ with the school
svatem and ats contidence in the ability of the school system to produce
quahity education. Confidence in the schools may.be a result of the per-

cenved quahity of education in the school system, or it may be the cause of
. . - i 7
. @ wide “zone of tolerance.”™ In the latter case, the zone may be larger be-

ciause the commumity behieves the schools are doing a good job and know
what they wre dome However, if the schools are perceived to be of low
quality, thed the community may heep a watehful eye and allow only a
very smual] range of tolerance for deviating frony its basic attitudinal value

set. .

Dat revarding pubhic perception of national or locg} educational
quaahity e Tegd to come by, Most of the information comes from national
polls A HarreBQI on contidence in U.S, institutions showed that more
respect, and less ey ficisme and suspicion, was found towards the Presidency,
Congress, higher ediation, and the medical profession. Two institutions
that dichined i confidowge Were the public schools (from 48 percent to
43 percenty and Liw enforeempnt (from 37 percent to 36 percent).'®
Another Harns Poll indicated t{n whitel 40 percent of a national sample
thought that the quality ot hfe had improved over the past ten years, 88

S Wialham CLuborne, Confidence In Institutions Llp Strongly.”™ Washington
P, S Fanuary 1978 ’
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percent felt that “achieving quality education” for children” was stil* a top
priority.” A Gallup Poll on current levéls of hiippiness indicated that
white females were the “happiest” segments of the U.S. population. Edu-
cation was an important varigble: 46 percent of respondents with a college

education indicated that they were “very happy™ as compared with only -

42 percent with u’Ingl* school background and 29 percent with only a
grade school education.™” '
On a more localized level, a University of Pitispurgh survey of six

neighborhoods within that city ‘indicated that the quaiity of schools topped .

the hst of complamts sguut iy, .scr\ie'cs..'l'hc stpdy concluded with the
comment that “unless people’s pereeptions of a poor quality public school
svstert can be dispellpd, the ety is going to have a difticult time holding
on to s vounger. betfer-educated and more upwardly mobile families,"?!
[tss ditficult to draw sweeping conclusions about confidence in public

edudation, but at best. it can be said that there are no indicators showing

high levels of satisfaction with the public schools at the present time. When
réacting to such data, it s far easier for educators to complain about the
pubhic’s Lack of information, its apathy, or its siereotypes than to consider
taking positive steps to improve confidence in public schools. The solution
s notan expensive PR etfort to convince any community that the existing
quality of cducation s indeed the best ever. Rather, the answer seems to
be disseminating mformation that the” public considers relevant indica-
tors of educational quality. To date, the only available data have been
mttional SAT scores or press results about local, student performance on
other standardized tests. While educitors complain that such instruments
or priwedures are inadequiate measures at the Rest, they have offered very
few alternatives which have generated any measpte of public support. Indi-
vidual classroom teacher tests, pupil-teacher”contract work, pupil self-
cvaluation, hive student performances™fefore audiences, or simulations-—

“none of these have eenerated much lay support as effective substitutes for

national tests. They seem unbikely candidates to perform this function,
patticularly when public contidence v the schools has apparently ebbed.

Restoring Public Confidence: Rebuilding School-Commuhity
Trust

How do public agenaes deal with the vartety of charges leveled against
them” How do they even hnow whether oriticisms are vahid or not? Agencies
canand do ouse ther own stadb o imvestigate alleged problems, but there is

§~
' Foris Harrs, ©Forty Pereent “Think the Quabty ot Life Has Improved
Over 1O Y ears 7 Woodhuneron Pose, 3 August 1978,
L “Oeoree Guallup,  Whites, Women, Pducated View Selves as Happiest,”
ddangten Pove S December 1977,

T Panl Avars USchoel Top Tist OF Residents” Complaints, Study Shows,™
Porshurgir Post-Gasete, T October 1U7X. .
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alweysdthe question .0f selfiintérest. How can the public be assured that the
- agehey will Tdok obiegetively at its own programs? And how can the public be
sure that the agency will tell the truth, the whole truth and nothing but the

truth when it telis ity wide of the storv.2 ’
N *

The Lov Angeles Board of F.dl.lc‘utiun established the . Independent

Analysis Unit as an infernal response to providing the citizens and the
Board with data :ibout the actual operations of the school system. One of
the expressed functions of the Unit is to restore confidence of the public
sev that they can believe what they are told about the school system.?*
' ,f\nmhcr promising alternative to both .externally administered stand-
ardized tests and the type of internal analysis provided in Los.Angeles is
the external EPAL e, the Educational Performance Audit. An EPA is tHe
equivalent of a financial audit, but it is an audit of the educational programs
of a school district. It seehs 10 provide an estimate of the degree to which
any selected array of programs and or curricula provides an optimum
solution to the district’s stated goals and objectives. It provides the best
estimate of the degree to which a school system is utilizing its resources.

An EPA will providé & community answers or approximatiofs to the
fullu\\mgaqucﬂiuns:

. To what extent is the range of objectives for students adequate to
provide direcuons for the,school system’s selection and deployment of its
resources? ' :

2. Is the given range of programs the best or optimum answer to the
stated or assumed educational requirements? ‘

r

3. What search strategies and what criteriaewere used by the school

systemy i selecting and - or designing the programs?
415 What extent are the existing or planned programs working?

v 5 Inwhat ways can the school systerﬁ become more responsive to, the
requirements of the communmity and become an effective educational entity
forats chiems?

The major p::rtx of an EPA are:

. Review of Goals, Objectives of lystruction. The major policy and
operational statements of the school system are réviewed. The analysis
reveals the extent to winch they can adequately serve as a proper focusing
device by which educational instructional programs can be shaped, im-
plemented. evaluated. and improved over time.

"X Evalianion of Programs and Curriculum. ‘The major programmatic
thrusts of the school sysiem are reviewed in order to detgrmifie hov or

“Roger 1 Rasmussen. “The Independent Analyvsis Unit: A Mechanism for
Increased School District Accountability,™ paper presented at the Summer 1978
Annual Comvennon ot the American Association of School Administrators,
Munncapohs, Minn 1o Juls 1978, p. 20 (Mimeographed. )

b, p 1o, y

» ’?l -\/

4\



'H['_ )

THE DYNAMICS OF SCHOOL-COMMUNITY RELATIONSHIPS 1§

whether they fit the specified instructional objcctiv‘es. Programs and cur-
riculum are reviewed to evaluate the degree to which they include or ex-
clude goals. objectives and to estimate the exnsung level of effectiveness at
the time of assessment.®

3. Analysis of the Instructional Support Systems. Fhe review pracess
considers the adeguacy of the instructional support systems. Investigated
are the level of suppbrt services and the degree to which current deploy-
ment patterns are responsive and effective in delivering the range of pro-
granis necessary to effectively reach the objectives of instruction. Such
analyses review the table of organization, descriptions of jobs, division of
labor, definition of work, work flow, adgjuacy of communicetion in assign-
ing work, and current evaluation pre€edures. These are evaluated, and
ways they can be improved aie sugge st

4. Review of the Decision-Making Datg Base. A critical aspect of an
EPA is an assesssment of the existing data base for decision making and
consideration of wavs in which the system can become more effective and
cilicient by using reley ant daga in decision making.

S, Recammendationy tor Policy and Operational Guideline Improve-.
ment. The recommendations in an EPA include specific new or revised
pohicies and operational guidelines by which the performance of the school
systent as’a svstem can be impgoved, .

An EPA indicates to the community, board of education, administra- -
tion, and staft the current strengths and weaknesses of the various pro-
grams of the school district in terms of whether they are reaching their
stated instructional targets. It provides an in-depth picture of the capability
of thesesprograms to suecessfully muster the existing range of resources to
reach the school svstem's goals, In essence, an EPA is a content analysis
of the edueiarRal programs of a school system with a public report as to
the degree to which the, programs can he expected to make a differenge in
the hives of the students the system is expected to serve. Just as in the case
of an external financial audit, the independence of the auditor from the
pressures and influence of the system and of the community helps establish

a hind of objective measure to which public w be attached.

'The Concept of Macrochange

- Community attitudes and opinions can represent major problems for
school districts e terms of public tolerance of and confidence in the
schools, Macrochanges. significant movements involving attitudes and opin-
ions n the larger society, finally penetrate to the operational level in the
school. Edward Wynne cites few such macrochanges in American educa-

SEenwich W Faglish and Frank 1 Steeves, “Curricilum Evaluation,” in
Secondary Curngcrdimt tor a Changing World. 13 (Columbus, Ohio: Charles E.

Mernll, 1978, pp. 29S-3 16, ' .

29
o &7




~

16 CONSIDERED ACTION FOR CURRICUT UM IMPROVEMENT

'

tion.> Among these are the common school movement of the first half of

the mneteenth gentury, the progressive education movement, the post-’

Sputnik curriculum reforms, and the schoo) desegregation and compensa-
tory edusation thrusts of the Late fifties and early_sixties. :

Wynne shows that the South did nnr‘sfc—ccxsfull)' integrate its schools .

until there had been widespread shifts in the attitudes of the general popu-
lation regarding desegrepation. He cites a 1942 opinion poll which indi-
" cated that only two of five white adults considered blacks equal and a 1956
poll which showed four of fiv .. A dramatic shift occurred between 1963
and 1965; the number of white Southern parents wio indicated they would
not ohject to blacks” attending white schools changed from 38 percent to
62 pereent. It was this shift which accounted for increased desegregation
of Southern school sy stems.

It may be i the issue of mtegration and busing that the politics of
. educational change n terms of conflict is most amply illustrated. Bourds
follow commumty opimon shifts, Where significant segments of the com-
mumity restst ntegration, there is conflict. In describing the antibusing
marches in Boston, a newspaper account indicated that as the marchers
srolled past vanous distinet neighborhoods, the people were wearing colored
' ,umh‘mds CGreen stood for South Boston, purple for Hyde Park, red for
Dorhester. The school bourd chairman wore an arm band of many
cotors, and so did longtime antibusing advocate Louise Day Hicks.? In her

own statement in fhe New York Times decrying the necessity for busing,
Mrs. Micks sand:

Jist'w quick wlabee at modern school-curricalum guides will give the least
sophisticated among us an ndea of just what s happening. Motherhood and
fatherhood are evudently npw ubsolete Instead. a profesdional group, teachers,
salatied by the state, s now Satempting toanstidlbovalues forae :ly taught dn the
home

As e results the List bastton of the puclear family, the city neighborhood,
has been tured nto a bartdegronmd whtre parents have decided to make their
Last stand 1 detense of ther God-g€en responsibility to control the destinies of
thent children unnl they we nudee cnough to assume the same role for their
hildren Y

Just s the South apparently snd “Never™ to the 1954 Brown deci-
stionsa Southie SOl Savs Never™ in South Boston#* The change of mem-
bershup and direction of thg board of education ocearred in the process of
mtegtatimye the Boston schools. At the same ume a federal judge put vio-

Edward Waane, “Outsiders and Insiders: Public and School Macro-
chanee "an The Paliics o0 School Accountabdiay (Berkeley, Calif.: McCutchan
Pabhishig Corp 19720 pp 10724

“lohn Kiner - Busing Opponents Protest in Boston,” New York Times,
LApnl 1wy
Clonne Day Hicks NMarchine ™ New York Tomes, 3 Mav 1976,

S Boston Younusters March Ag unst Busing * Boston Globe, 25 October
1976
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lence-prone South Boston into receivership and became involved himself
in the selecuon of admimstrators of those sc} ools, going over the authority
uf the board of Lduwlmn. e

-
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Considered Action: Guidelines for Curriculum Develope

, Unfortunately, those mvolved in developing and changing curriculum

tna school system cannot count on the school administration and/or

hoard of education to offer much protection when school texts and cur-
riculum sl;m{m opposition to and threaten the majoritarian value system
or perhaps oven the value system of o strong minority subpublic in a
conmunity. Changes must first oceur in the golitical and/or social systems
before curriculum alterations which may be lasting are possible. Anaheim,
Boston, Kanawha County .uu\(;:‘mm other battles and conflicts provide
documentation of the ¢ftorts of edeeators to take up the cause of attitudinal
change with new texts and curricula in the. public schools, These experi-
ences ought to at least dispel the notion that there can be such a thing as
a neutral or value-free test’or curriculum, Values, as they may find expres-
ston in the schools,are selective. Even the choice of no value is a value-
laden, altegnative which stands on as niany .ns\umpmms as any other kind
ol st etional decision,

Some educators have cgped with the realities of value differences by
co-opting them. ienoning tdm, or shelding real intentions in vague lan-
gite which can cover 4 mulutude of purposes, If the term hehavioral
obiectn s found objectionable, then performance uh;m‘un’ may be sub-
stututed. Such phrases as individualized instruction, human relations, sur-
Voval shdbyoand many others allow some room for professionals to function,
interpret, and remterpret restrictive or brased w.wpmmx which may have
been tonsted upon them

W hile some parents apparently desire value-free instruction, such as
the three Raoan the schools this pomt of view itself is representative of a’
ssatem of values i the sense that it s an assertion or denial of present
school tests or curticula Fhere is no way the school can stay gway from
teachinge vaiues, whether by chowe or by default. &

Educaiors should have some notion of their community's )R;one of
tolerance ™ They should know what subjects, topics, or practices will lead
to controntation m the political arena: and they should have some idea of
the real consequences of such a battle. Sometimes a hard choice will have
tos be muade whether 1o saentice a program in the name of progress so that
areneral awakenming to the real issues will result or to sacrifice that same
proveam and salvape whitever s possible from it until there is'a significant
shitt an the commumty's political system. Both are hard decisions. Yet
they are made all the time, and some, rather matter of factly.

A Moy Breasted so msiehtfully observed about sex education in
Anahcim, public schools can rarely teach the whole truth about anything

-
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I8 CONSIDERED ACTION FOR CURRK ULUM IMPROVEMENT -

unless they live i perfect communities which are. totally objgetive about
Iife and s many values.”” Few such communitic s apparently exist. There-
fore the “zone of tolerance™ will vary with each community's degree of
consensus ahout what 15 aceeptable. o
+Over the past 200 years, American opinion has undergone tremendous
shutts. Attitudes have changed much more slewly. Only large movements,
macrochanges, have resulted i any deep alterations in cducational prac-
e found i tests andscurncula used i the mafotity of schgol systems,
Racrsf and sexist notions and practices are still to be found in schools,
but they are dinunishing, as they are in the Lirger society, Problems remain
for the schools i parts of the nation that resist changing practices which
retlect communities” racist unkcxist attitudes, The whole truth is relative
and evolving It does not exis™Mverywhere at once as an absolute standard
for curnculum dn.:vclupmcm or anything clse, ' )
Fruth m school curniculia s truth as found 1o, be aceeptable in the
nation’s politcal and economie systems. For that reason, -politics is not
only an essential ineredient of curriculum change, it is an essential clement
m detining the content and methodology of the curriculum at ahy given
point i hime. Curnculum conflict between school systems and their com-
muntties 18 first, last, and alwass political. There ¢an be no realistic pure
discussion of curniculum development in the schools sans serious consider-
ation of what s ultimately acceptable to the conimunity,

UMy Breasted, i’ Sex Fducation’ (New York Signet Books, 1971).
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The School Ecosystem

. Evelyn Lezzer Holman

M istrors 1 vateus sehools within the same sehoel system are
olten struch by the diversiy and unevenness of guality they find. Schools
Nerving the Naie populations and seemingly following the same county
program can be vty ditferent. To understand the dltfcru,n es and why
they oecur, an ccolomcal vig the school 1s helpful. ‘By qtudying the
mteracting components of the’ sehool ccosystem - principal. teachers, stu-
deniscand commumiv- we come to see the complex rulatmnshnpe that
v oo the cach sgheob ungque and o discover the patterns and regularities that

wo otten Lal to note hecause they are so obvious. An cwlnuicill under-

standing can abso help us work more LﬂLLU\L“ within the-school and

wark toamprove i

In The Culture ot SChool ond the Problem of Change, Sc_\'mnur

Sarnon® provides an ceological view that torees the reader to confront the
(‘ frees as wellas the torest By suapending one’s values and simply describ-

i what s out there™ m the schools, Sarasor reminds educators, we often

find new wass ot viewing our schoaols!

Elaboration of the Obvious

.

S eon’s won eof dovking at the obvious tahes the form of a being

tonouter space who hovers i bis space ofatt above a buillding telemen-
tars schoeh and teeds ebsenvational data imte o computer. This data bank
reseans certaem patterns For tive consective davs the sehool houses many
proplesmesth fesies and occommodates mansy activities, but for tho days
donweek i buddine ocmpty Why this pattern’ Why o tive two, not a

LY

veteser s enamphe st oy the it persen to create o moge intormal Jis-
i o thie o heod oWt e todbow edd 1"t thh Lh.lptL'l

/
Nesrrecr BOoOSwuasen e Culrne oty Sclioad and the Problent of
Coro e cBecon Ak and Bacon 19710
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four-three pattern® At regular inicrvuls. which carthlings call a month,
big people come together in the evening. 4 e big people who were in front
of the small people In the cubicles during the day do most of the talking.
The other big people sometimes do what the small people do when they ¢
wish to tade: thes risg therr hands. What doees this mean? How do we

cexphun sdch regularities to this man from space”? What scems obvioys often

has hittle ratogale that we can articulate. Such regularities or patterns
within the school often go unexamined until some change is contemplated.
" The attempt to introduce a change into the school setting usually is an
attempt to change aregulanty that someone does not like.™* According to
Sarason, programmatic regulanties such as bell ringing or length of math
class are meant to effect behAvioral regularitics such as student attentive-
ness or performance on math tests: but “would academic and intellectual
develppment be ady cr\d\ atfected (lfmathcmdtlu were taught) four days
a week istead of five!: )

[ he point s zh-u our .alternatives ace limited if we cannot examine the
repularinies within the school and how they atfect the school ecosystem,
We can be e uuultui in tradition and’ hithit that we cannot view present
regularitios as partof g.:l iy of alternatives. The similarities between the
sehoob diy and PEA meeting in the question-asking regularity may seem
an claboragion of the dhybus, but the implications of such programnuitic
regularitiea and their effects on teachers and students should be explored,
since regulantios seem to be the stutf that schools are made of,

One example ot the impheations of such regularities, and an argu-
“ment for muddle schools which can smooth students' transition from a
‘nerehporhood clementary school into the wider community of combined
teeder schools hes i this deseription of the obvious:

In contrast 1o the clementars sehools, the jumor high schools are physically
Larwer aond contan more people The students come from more than one neigh-
Forhood, they move more reguently trom room to room, they have more
track o and they have more treedom e that there s not one teacher who s
ther teacher and whose responsithahiny 1f s 1o oversee them. There is 4 host of
new rules and revalations thar the students mast observe. The students are hke
peopic wito hase spent their bves moa small town and suddenly find themsehves
i bepe, untannhia ot

Curriculum Change and the Fceosystem

When contemplating change., it is prudent to ask, Are these changes
mtended foogdter existime regulanities or o become new regulanties that
Wil exnst side by oside with old ones? Tnnovation involves new regularitics
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THE SCHOOL ECOSYSTEM 2
S
that coexist with the old, change involves some altering of_the exlstmg
regularities.®
Secking change requires entering the euos\stem of the suhool at any
one of several points:

1. “Through the hicrarchy or commitment of the de facto leadership;
‘Through the supporting community, by seeking to alter what it will

support; o

" 3. Through the matertals of instruction, including the examination system;

4. Through the teachers, by alter.ng their beliefs about what should be
taught, to which students, and how; .

§. Through the students tthe clients) by altering the kmd of studem served

by a school or ¢ given school program.® .

Such points include the components of the ecosystem: administration, staff,
students, and community. The materials of instruction are selected by one
or any ¢ombination®of the vonmponents.

In considering change in the ecosystem, according to- Foshay, yfour
principles emerge. “First, innovation or change not comprehensible o the
leadership of the school .. . will be trivialized or aborted.™ As 4 teacher,
F believed and experienced that the principal made the difference; so as a
principal. I aceepted that burden with all the ambivalence and guilt en-
Tailed. 1 sought to keep up with educational literature and never managed
to do so when putting in the tme the job required; I always felt the pres-
sure of being “the ey to the successful school.™ As a djrector and super-
visor of prinaipals, T still aceept the conventional wisdom articulated by
Foshay that the school cannot nise above “the fevel of sophistication of the
principaly the quality of mstrugtmn\\nTm risc above the quality of the
adminstrator’s mind. ™ '

The seeond prineiple is that successful change or innovation appears
to come hoth “from the top down (thus being legitimated) and from the
bottom up cthus bemg honest).™ Although the principal may see the
chasscoom teacher as the key personin any change, teachers see the prin-
cipal’s stamp ot approval as necessary to any new program or “procedure.
In tacing the public and explaming change. the principal muet fegitimize
what tikes ple ¢ in the school, but tcuchc/suppnn determines the honesty
or need for sach change. _

Foshav's werd principle -that “credit for the success of an innova-
tion goes toits orinator, blame for a Lulure is Jogged with the classroom

Yivd op 1w

TArthur W Foshay Strategies tor Curriculum Change,” in Essuys On
Cirnicadim £New Yorkh o Colunbie University, 1975), p. 9s,

Timd op 130
f Ihd
Yihid p 12

24

4

.




o

A
22 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT ’
teacher™™ -illustrates a reason there is lack of motivation for teachers to
change. The much-touted resistance to change on the part of teachers may
reflect a firmy grasp of this point. If change is to occur, teacher-proof ma-
terials and packaged prograins are not the’ answers; such condescending
approaches and attempts to cirgumvent teachers only alienate them. They
then retreat behind negotiated wgreements. A system of positive reinforce-
ment which utilizes the internal rewaid system of the school provides a
more effective approach.

Foshay's fourth principle, “Innovation must be locally verifiable and
tocally modifiable, at the classroom level,™!" addresses the perceived con-
flict “between theory and practice which teachers so often express. A

cglected route of verification at the school level includes the obvious fip-
proach of listening to teachers. Just as we often fail to listen to students,
we fail to be open-minded when teachers and parents express concerns,

When T was a principal working under budgey restrictions, a multi-
texthook approach usually precluded every child's having an individual
texthook to take home: classroom sets were usually ordered by or for
schools and shared by ditferent classes, When teachers complained that
viluable ime was wasted by able students in reading assignments in class
that could be completed at home, we curriculum experts labeled them
mtexible. In trying to prevent a page-by-page rote curriculum which was
not tailored to individual student needs, we questioned teachers’ profesy
stonalismin needing the security of a textbook,

When parents echoed their desire for students to take home i‘?dividually
assigned texts, we explaimed our multitext curricula and decried any need
tor homewaork. Instead of truly listening to parent concerns and enjoying
therrmvolvement as a svmbol of their caring and support of the school, we
retreated behind jargom We forgot that parents wanted homework not only
because thev had it when they were in school but also because it often
became a fuomly hour when reading was done in the home and the tele-
viston was off Parents could help their childien and feel involved in their
provress Thev wanted to look at the books the students proudly brought
home on the first day of school. In pur attempts to protect children who
could notdo homework because they lived in a two-room trailer or because
they worked at might, we often neglected opportunities for able children
whao could do homework and lost an oppoctunity for the concerned parent
o teel he she was parenting in the best seifee of the word.

A middie ground with assigned text, not necessarily the same text for
cach chuld, and o wide vanety of supplementary materials and media seems
i indsieht @ more prudent approach. We sometimes make our own prob-
lems by not Iisteming and not finding the avoidable pitfalls.

oy

thid  p o134
Tlbid L p o136
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'Insiders and Outsiders: Stability and Change

Schools. under certain conditions; ¢can hecome more -vital than they cur-
rently are and . . . most of the reconstruction must occur school by school.
Thus means that it will move torward on a broken front and not as part of a
national grand strategy. But- there must be help and support from outside. There
must be created o productive tension hctwwn mm.r and outer-directed forces.!?

Anydne working in a school system quukl» perceives that those in
the schools firmly retain a concept of insiders and outsiders, with outsiders
referred to as they. They includes anyone who does not understand the
dav-to-day frustrations confronting those within the schools. If a principal
remains aloof from his her faculty, he she may bgcome part of they.. They
also denotes any system or group making decisions about changes and
regularities without understanding existing regularities or without con-
sidering the impact upon staff or students. The outsiders in turn feel that
the insiders are antagonistic, rigid. or insecure. Often outsiders fail to con-
sider the possibility that the ¢taff acquired such skepticism through past
dealings with outsiders who visited, formed judgments, and proclaimed
their opinions far and wide. . )

If chiange 1s to oceur. it must oceur at the school lb\el with synthesns
and balance between nner- and  outer-directed  forces. In attempting
change, we should be sure to understand the complex ecosystem and pro-
vide “feedback, acceptance and encouragement of o trustworthy source,
some source whose priose 1s valued™—preferably an insider. (One hopes,

the principal.)
¢

Ecosystem Components: The Principal

Lhe Key person is aiways the principal.

Foshay
\v pnnclp:xl. I believed that the most iiportant characteristics for
survival and success were g sense of humor, a sense of sceurity, and a
seise ob perspective As o supervisor of principals, my thoughts are the
satie those prncipals who are respected and considered effective radiate
asense of sevuriiy, humor, and perspective that sets them apart. The prin-
apal’s sathonty remains in the public’s mind if not always in the principatl,‘)}

own thoughts. Byervone visiting the school stops at or at least passes by

the prncipal’s othee, and often & sign in the lobby demands that visitors
report _to the moaun ofiice before proceeding. Few would argue with the
statement that the principal virtually sets the tone of the school. If he/she
radetes 4 relaved, open, and secure manner, such an attitude permeates

Yolohn T Goaodlad, The Dynamics of Fducational Change (New York:
MoGraw Hill, 1978 p 20,

Polbad L p 21
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tht staff and infects students. Is this because 'such a principal gathers or
attracts teachers who reflect the sume qualities or because such a principal
provides a climate where such attitudes are nurtured and’ can thnve"
Probably both. )

In the schooi ecasystem the principal’s undcrstandmg assumes para-
mount importance: he she must conceptualize the system, including many
complex relationships, antl must focus on needed change. The school’s
ability to change is determined By the principal's ability to. synthesize the
school’s forces and to mediate inside and outside demands.

The principal plavs a key role in thesschool's becoming a dynamic self-
rcncwmg place. Supreme among the components of his or her “span of control™
was intellectual or conceptual management—that is, the ability to comeptualize

- the whole so as to visuahize other po\'slhlllllcs and how specific steps and in-

novations might lead to them. This is not necessarily a personal thing; in fact,
it vartually necessitates team etfort and argues for staft processes . . , But it is
the leadership responsibility of the principal to sec ‘that such managemcnt
occurs, not now and then but as a continuing vital clement of the school%

functioning.t*
L

“Principals’ Principles’

In discussipg: “principals” principles,” Glen G. Eye perceives the prin-
cipal's major purposés as enunciating, stimulatinb reinforcing, creating,
and evaluating.” As the “enunciator of purpose,” the principal ensures
that all personnel understand the purpose and goals of the school. This
role calls for & person who can interpret and enunciate that purpose in a
clear and concise manner for parents and students. The principal's ability
to articulate successfully the school’s philosophy and purpose provides
direction for staff and students and greatly determines the school’s success
in meeting s goals. ‘Often the school's or system’s philosophy remains a
distant. meamingless listing of goals that féw ‘teachers understand how to
tramslate mnto learning for students. Synthggizing and channeling efforts
toward stated goals echioes an elaboration of thi¢obvious; but few teachers,

_principals, students, or parents can clearly state their sehool's objectives. Just

askh. In hus deaking with educators, Goodlad laments that neither principals
nor teachers were able to articulate clearly just what goals they thought to
be the most tmportant for their schools.! Helping to provide a process
for arriving at consensus remains a major function of the principal. The
prn\;‘p\l mediates the dehicate balince bctm schoo! und school system
purposes, translates the purposes into working reality, and provides staff
members with a fecling they are working toward some worthwhile result
that will benefit students.

Wibid  p 63

S Glen G Ese, Prnaipals’ Principles.” Journal of Tducational Research
69 (January 19763 189.92

18 Goodlad, Dynamies, p 21,
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The principal as “reinforcer” of accomplishments provides an avenue
of reward and recognition for those: working toward stated school pur-
poses. “Notes of commendation elicit greateg support of school policy than,
vigorous warnings: about” violation.”” A .positive approach encourages
teachers to try harder and expand their prpfessional know-how. We al}

- want to be perceived as competent in our jobs and be respected as indi-

viduals; but too often principals, who we hgpe were teachers of the highest
quality, forget the valuable gluss(nom technique of reinforcing the good

and positive. Forgetting that effective power need never be scen or used,

principals sometimes erroncously perecive that superintendent, staff, stu-
dents, or commuhity will consider them ineffectual if they do not d\mon-
strate their authority and control. The energy for change often lics in sim-
ply recognizing good. teachers who' can explain how they are working
toward the school objectives and who receive reinforcement for doing so.
Such teachers can provide a model and demonstrate good teaching more
effectively than numerous bulletins on teaching techniques with which the

© principal floods the teaching staff. A principal who gives friendly greeting

and praise to teachers for hard work .and achievement encourages them to

. do likewise for the students. The principal's modeling for teachers pro-

vides a structured but seedre and relaxed environment which ensures
gradual spillover into the classroom. One quickly senses a spillover :n
schools when talking with staff and students who are working and thriving
in such an atmosphere,

By creating . design or process for reaching goals, the principal en-
courages the pm\'csmmul stafl to support needed changes. The imaginative
adm¥imstrator encourages an imaginatiyé” sTalf process in reaching con-
sensus on goals and evploring all allrnatives for reaching those geals.
# open scarch for sound criteria and
relevant evidence in conflict resolution will increase the principal’s identity
with the source of justice.” Solving problems together encourages a staff
to consider all alternatives and feel ownership in the solutions; making
defensible choees encourages teachers to be open and collaborative with
parents as well as with students and each other.

The principal’s role as “evaluator of product™ entails a supervisory
function that encourages increased voluntary scruting of the teaching

provess and continuous atditing of the learning of pupils. Evaluation of
- students or teachers must be seent as o continuous process. A principal’s

auditing ot student performance as related to the school’s goals encour-
ages teachers constantly to monitor their own teaching behaviors and
results. The principal who discusses hys -her own role in reaching school
objectives and who shares successes and futlures with staff provides -a
model tor such an ongomg process of evaluation throughout the school.

Fhve "Principles.” po 191 ~
Sibud L p 191
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26 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT
“The principal must also be concerned with “consoliditing people.” .o
An adnupistrator considers timing and propet presentation before, pre-
senting ntw programs or, making demands ona staff. Faculty meetings or.
presentations that are not unnecessarily long or disorganized provide a
model that encourages teachers to make the best use of instructional time
with students. An agenda for mceting followed by minutes or individual -
follow-up enables staff to flowchart goals and achievements. The principal
should be able to communicate expectations clearly both in speaking and
in writing, indivating what he - she pergeives as the main goal of the effort,
the levels of responsibility, the time table, the resources, and the limita-
tions, while “monitoring the effort, but delegating responsibility.”®
It is impossible $ overemphfisize the principal’s role. While studying
schools that did well orf the Towa Fest of Basic Skills, the Maryland State
Department of }-'.gluc'.xt?im found & cynstellation of positive factors associ- -
' ated with high scores: ’

4

I. Strong principal leadership, ¢.g.; schools “being run™ for a pur-
pose, rather than just “running™, : :
2. Active participation by the principal in the ¢lassroom and instruc-
tional programs and teaching; )
© 3. High expectations on the part of the principal with rgspect to
- student and tedcher performance;
4. Perception by the principal of having control over the functioning
of the school, the curniculum and program, and the staff.

Goodlad ¢choes the Rey elements needed for successful schools:

autonomy m the sssten, a sense of “mission, unity, identity and wholeness

that pervades™ the school, and a structure sursounding the school that is

supportive. LThe principal s central to the attainment of the kind of school

— imphied. She or be far more than any other pcrs.nn. “shapes and articu-
lates the prevaihing ambance and creates a sense of mission, ™™ t

Ecosystem Components: The Teacher

Stccesstul teachers orchestrate 10 or more najor contributions to learning
in order to wsint student progress. They include a3¥rring that students understand
directions betore embarhing on the tash, mamtaiming momentun, keeping stu-
dents ivolved, using positive reintorcement but not uarcalistic praise, varying

TMargaret S Dhver, CMastering Change 'in Education: New Concepts in
I v.'.ulcr\hl;r." Foducatiengl ,('('/HPU,U&'\' (NUVL‘IHhL‘I’ 1976). pp. §7-5%.

T Manvhagd State Department ot B ducation, Process Evaluation  (Balti-
more. Md 197X ‘ .

“Clobn T Goodlad, “Can OQur Schools Get Better?” Phi Delta Kappan
tJanuary 1979y W6, )
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" instructional techniques, alternating the length of learning episodes, ‘providing

regular and consistent feedback, and on and on.#

« Few other jobs demand that one be enthusiastic, caring, and knowl-
edgeable every 50 minutes with the same subject matter and the same

people day after day. Teachers are expected to motivate, encourage, prod,

challenge, and counsel students and at the sume time demand and deserve
_respect. Directing large groups, giving individual attention, programming
content, following lesson plans, checking papers as well as the lavatory,
and keeping students moving in overcrowded halls between classes—or,

at the clementary level, taking off snow boots, finding lunch: boxes, wiping.

up milk spills, and supervising recess—these provide the daily fare of
teachers. As a teacher. I felt the pressure -of constantly planning for many
different student needs and the emotional drain of dealing with students
in need of love as much us academic training. Faging students' emotional
deprivationy as well as their intellectual deprivatioi and bearing responsi-
bility ‘or their intellectual growth seemed an awesome responsibility. As
+an idealistic young history and government teacher, I believed students
‘needed a grasp of the past to put the present in perspective. How could
they- control the mechanisms of government without understanding its pur-
pose and the reciprocal nature of our social contract? Believing, almost

(y_ too fervently, that an educated populace remained the basis of our society's

freedom. T felt I could help them not ‘only to survive but to survive with
understanding. inteiligence, and hope—and I had one hour each day in
which 0 accomplish such worthy goals. '

The guilt and conflict resulting from not ever being able to give enough

~tofultill the emononal and intellectual needs of five classes. of over 30

human bewngs weigh heavily on the young teacher. I was always wonder-
ing how to challenge Tony, giving a kind word to Beth whose mother had
just died, checking with Stan who was sleeping at the fire house because his

father had thrown him out. or deciding whether to wake Joe even though he

had worked late (he supported his mother but it looked bad po other
students and the adnumistration if 1 allowed him to sleep). All ofthis hap-
pened in o well-run school with sympathetic administrators in a\ suppor-
tive community with working class students whose parents wantkd them
to get a good education. One can only imagine ‘the frustration and burn-
out rate of teachers working in inner-city schools or in schools with a
nonsupportive administration or community.

Feaghers are ill prepared for such realities. They are defeated by
“their 1madequate formal traindng for the realities of the classroom, their
sheer ignorance of and lack of preparation for what life in a school would
be, the demands and willingness to give and.the consequence of sustained

giving in a context of constant vigilafce, ™3 )
22 Thid.
= Sarason. Culture. p. 172,
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Drawing on his ekperience with young teachers, Sarason concludes:

First, by and I.nrgc they are an eager, anxious, malleable group searching
rather desperately for some kind of acceptable compromise between the realities
of the classroom’and their fantasies about being able to help all children. Sec-
ond, they are often torn between the perception that they must adhere to a
schedule and a curnculum (and in some instances daily lesson plans are re-
quired) and their frequent teeling that they should depart from the rougjne.
Third. they are quite unprepared both for the loneliness of the classroom and
the lack of relationships Y\nwhich questions and problems can be asked and
discussed without the fear that the teacher is being evaluated. Fourth, when an

evgluation-free relationship is available . . . a fair numbef of -these young

teachers are able to change. and sometimes dramatically so.**

My expefience only confirms such observations. Only the strongest -

survive the first few years of teaching. At what cost to themselves or the

. students? Anyone sitting in a faculty lounge: can sense those who have

reached a level of frustzation. Are teachers’ comments in the faculty lounge
a needed outlet for everyday stress, or are they professional cries for help
with individual students or personal failure? Too often teachers’ com-
plaints about students are regarded as unprofessional rather than as
attempts to find alternative ways of handling the student. In the lounge,
such comments may elicit help from an experienced teacher. Why do we
not formalize such needed sessions by providing seminar time in the
school day for teachers to talk over mutual problems with other staff
members or in-house resources? That teachers have trouble adjusting to
a role which requires them to “serve as a combination traffic cop, judge,
supply sergeant, and time-keeper”™ should be understandable, as should
be the conflicts in the principal’s role.?® Teachers need help in coping with
the dilemmur inherent in a job that requires them to be *‘at once the execu-
tive (supervisory, directive, ¢ritical) and the inteliectual guide and coun-
selor (supportive, advisory. knowledge oriented).”®® Such contradictory
roles bring frustration to teachers, who often consider themselves inade-
quate to cope with the many situations they confront each day.

An obvious need existy to create a dynamic learning environment for
teachers as welbas for students. Attempts at inservice seem to offer too
little too late. Téxchers’ remarks concerning inservice programs range
from “a waste of ume™ to "an injection of inspiration with no lasting
value.” The problem hes partially in the absence of an overall cohesive
plan  just a few davs scattered here and there to inspire the troops. Teach-
ers, who are told 1o make their classrooms interesting and appropriate to
the instructional needs of individual students, find themselves herded into

Stibd L p 171

S Phlip W Jackson, Life n the Clussroom (New York: Holt, Rinchart
and Winston, [96X%) p 1S, .

* Susan Kelchen Fdgerton, “Teachers in Role Conflict: The Hidden
Dilemma,” Phi Delia Kuppan (October 1977): 120,




 mass presentations with little or no follow-up. Too often those leading
the inservice are college oriented or are consultants remote from the

realities of schoot demands. Too often the school administrators take no’

part in the inservice.. revealing a great deal by their absence. Teachers,
besieged with admonishments to provide for individual needs, to be ac-
countable, and to provide for continuous progress of their students, find
few models on inservice "days gnd find no one concerned or accountable
for their growth. Teachers frc&ucmly demand: more involvement in in-
service activities to protect themselves from arbitrary mass meétings offer-
ing simplistic solutions to complex problems. Teachers acutely feel the

need for professional development, and their criticism of inservice reflects,

the quality of their experience rather than their professional interests. In-
service, to be effective, must be an integral part of each school, filling
“needs identified by that staff and led by both insiders and outsiders. Such
comprehensive and meaningful inservice requires both money and. staff
for follow-up; the “band aid" approath only irritates the wound.

Each school requires some school-based specialist to whom the teach-
ers confide weakness without fear'of evaluation. Resource teachers from
a school system’s centrul oftice remain outsiders with’ Jittle knowledge of
the day-to-day problems and frustrations within a particular school. If the
pemicipal could be free tor perform such adfunction, his/her evaluation
duties would still remain; however, a master teacher who is able to work
within the school, helping the principal design inservice around individual
teacher teams or department needs and simply being available to listen to
the problems of teachers. would pravide the principal and staff with some
practical expertise and help daily. The specialist's office could bécome a
resource room for teachers, the pedagogical service sgation™ sought by
Alexander and Goodlad, a place for teachers to "fill u}' and recharge.?’
This master teacher who has the principal's ear and confidence would be
i "counselor Jor teachers.”™ With the myriad responsibilities of principals,
the additional help of an in-house teaching specialist makes sense. Because
of budget restrictions and overcrowded classes, school systems infrequently
grant such “luxury™ positions; however, such positions seem a necessity.
Schools having adequate administrative help such as resource teachers or
specialists. as well as team or departmental leaders with released time for
helping teachers with their problems, seem to have fewer problems and
better teacher and student morale. Unfortunately, too few schools enjoy
such resources.

Teacher Concerns: Time

Most teacher complaints and concerns fall into the categories of
either a lack of. ume or a lack of classroom management. Sarason states

FWalllara M Alexander. MASCD Focus (Fall Conference Maryland
Association tor Supervision and Curriculum Development, 1978).
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that he “never met a teacher who was not aware of and disturbed by the
fact that she had not the time to Bivé some children the kind of help they
needed. ™ An yngraded class may ¢pmmound the organizational and man-
- agement problems, for without additionhl staffing there is still onc teacher
" with 30 students. Instructional aides are a mixed blessing: much organiza-
tion and mandggment are required to use them effectively. No wonder
negotiated agreementd, are designed to protect teachers from encroach-
ments upon their planying time, such as cafeteria or recess duty. Aides
increasingly handle suvh duties, but administrators with little time to train -
and supervise aides often spend more time in the cafeteria than they do in
the main oftice or with instruction.

Too often principals have no one to negotiate their cause and prevent
the erosion of their professioniil time. Polarization of teachers and admin-
istrators casily oceurs when lessening demands on one results in a heavier'
burden fur the other. Teachers in overcrowded and understaffed schools
find themselves in u vicious circle: overworked administrators are busy
coping with daily crises and have little time to listen to teachers’ con'ccrns;
teachers feel the ddministration remains aloof and unsympathetic.

This author conducted one survey of an overcrowded school in which
75 percent of the faculty stated that the administration “did not care and
that a majority of the student body had a “poor attitude.” Students, too,
rcspnndcd that “teachers did not care™ about them and did not take time

o “pat them on the buck™ and give encouragement. Intervention in this
dvht{n.mm. vircle of perceived isolation was obviously needed,

Teacher Concerns: Discipline

A biology class begins with the teacher reviewing lub proceedings
and remunding students to fill in the lab worksheet. Several students con-
unue private conversations in the back of the class; another boy reads a
James Bond novel, two girls chat and comb their hair with only slight
achnowledgment of the teacher’s presence. Two boys coming late take
sedts near the back sdnd continue their discussion in low tones. Several
students near the front listen while thumbing through their lab work-
books, hunung for the Tab report. The teacher ignores any lack of interest
and continues to address the few who seem to be paying attention.

Onc hour later the sanie group of students enters a Shakespeare class.
Students take their seats quickly, take out a copy of Othello and review
their notes from the previous day. Students discuss the characters in the
play 0 quiet but interested tones. When the teacher moves from the hall,
closes the door, and seats himself in front of the semicircle of desks, all
students are quiet, waiting for him to speak. “Yesterday, we discussed the
character of Desdemona as np,i{‘ul or atypical of Shakespeare's heroines.
Fom felt. .. How many of you agree?”

S Sarwson, Cultre, p. 152,
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_ Al'thnugh/hnth teachers have the same academic group (supposedly
academic students are more easily controlled), the biology teacher acquires
@ reputation of+being casy, ana staff mémbers label him as having liftle
control: yet the English teacher enjoys a respected reputation of being
interesping but hard, and fellow colleagues admire his discipline. What
umurpimu\ characteristies of the latter teacher make the young man read-
ing James Bond say. “I'd never try that in his English class™ We say the
Enghsh teacher has discipline. Such discipline remains so subtly integrated
into the instructional atmosphere of the class as to defy its existence; it is
recogmzable only by the lack of any problems or distractions, Educators
know that one can’t separate discipline from instruction; howevef, in order
to study class management and guide young teachers in how-to seminars,
we tsolate key elements. Young teachers often say *What would you do
if such-and-such occurred?” when such a situation would probably not occur
in an experienced tcl‘hcrs classroom. However, the classroog structure
or previous handhing ¢f more minor situations would have . set the tone
and prevented the incident. For example:

New teacher enters the classroom and students continue talking. “All
right class, let me have your attention.” A few students continue to chat,
Raising ‘her voice, 1 sad. let me have your attention. Quiet down.” Mur-
murs continue but the teacher begins the lesson, talking over the under-
Iving current of noe. Five minutes into the lesson, the conversation is
too distracting to continue. Teacher interrupts the class to call down the
students who are talking and: then resumes her remarks. After -a few
moments, the students continue their distracting conversation. The teacher
assigns m;imun and warns that offenders will be sent to the office if the
talk continués.

The expenenced teacher closes the door, walks to the center of the
room and establishes eve contact with as many students as possible, Stu-
dents Took arolind the room at anyone still talking. A prolonged stare at
ciw vorner brings the desired eve contact and, smiling and relaxed, she
beging the lesson. Five nunutes into the lesson two students start a conver-
sation, the teacher continues to talk but moves tqward-the offenders and
proceeds with the lesson beside the conversationally minded students. Her
provnuty discourages further talk, and few students notice the teacher
imvalved in diseiphine.

Shooting butterthes with rifles quickly turns the young teacher into a
sereamer or worse. A sparse repertoire of responses to student distractions
can result i quick fanture for the new teacher. But no one has taught her
otherwise. she s left to her own devices after an hour-long faculty meeting
to review the school’s poliey and procedure handbook and a quick de-
partmental meeting to assign appropriate textbooks. Few administrators
tike the tme to teach new staff the skills necessary for good discipline,
and thus therr admmistrative time hecomes occupied by students sent to
* the othee by teachers who lack basic discipline skills,

-
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. . Discipline i the morale obtained under institutionalized leadership.
It is observable in the social interaction of the persons concerned, and it rests

upon psychic arrangements in the minds of those persons. Discspline is partly
personal influence and partly the social standing of the office. It is the resultant
from the filtering of the teachér's personality through the porous framework

. of the lmtltution L

Although personality filters through the institution, teachers need
training in the specifics of classroom managemerit. Physical proximity to
students, eye contact, quick response to possible Jistractions, and a wide
variety of nonverbal or low-key responses can help the new teacher cure
rather than contribute to discipline problems. It falls to the schools to train
teachers in classroom management because that is where the students are
and where those experienced teachers are who have the skills of classroom
management. Observation of other teachers’ skilfs remains )mproﬁtable
however, without someone to point out the small details that make for

" a smooth-running classroom. New teachers are often amazed that the same

students act so differently in an experienced teacher's class, but they lack
the sophistication to see what actions on the part of the teacher cause the
difference in student behavior.

Teach%r as Model

Just as the principal sets the tone for the school, the teacher sets the
tone for his her students. A teacher who is interested in ideas often finds
students eager to emulate that model. I can remember visiting an English
class where two teachers were engaged in a debate over the character of
Phinney in 4 Separate Peace. The students supported the view of their own
teacher but were amazed that the two teachers had the intellectual open-
ngss and security to admit that the arguments of each were well grounded
in"the plot development. Such models of adults actively, excitedly involved
in iiterature and the interpretation of character were rare; two teachers
respecting the intellectuial competence of each other without closure on
who was right or wrong provided an invaluable model for students. Sara-
son notes that teachers “thinking about thinking, which is never made
public. is precisely what the children are interested in and excited by on those
rare occiasions when it becomes public."™ A student named Sharon, after
seeing the play /776 and discussing it with two social studies teachers and
an Enghsh teacher, wrote a note and called the experience “the most
exviting learning experience I ever had.” The teachers were pleased but
failed to recognize or capitalize on the potential for motivation and learn-
ing discovered. The obvious can so easily be ignor

3

4

2 Wellard Waller, ‘The Soctology of Teaching (London: John Wiley and
Sons. 19323, p 197
M Sarason. Culture. p. 187.
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Ecosystem Components:“'l“he Student

. Over the last quarter of a century, dramatic changes in"family sta-
bility have affected our nation's young. The threadbare social fabric sur-
rounding the family seems unable to provide the emotional warmth and
support students need to cope with their world. Divorce, illegitimate births,
and desertions cause one in every six children to live in a one-parent home,

usually with a mother who has little money or time to spend with her )

children. Even in’tw()-parent homes, increasing job demands, commuting,
and community obligations mean parents spend “less time working, play-
ing, ‘reading, and talking with their children."™, Since the majority of

‘mothers need to work, children returning from school find an empty house

where they are left to their own dévices. “Replacing parents, relatives,
neighbors, and other caring adults are . ., television, peer groups, and
loneliness.” : )

Television becomes the ever present baby-sitter, enabling tired par-

ents to tune out their children and allowing children to succumb passively’

to a mental preoccupation with fantasy and make-believe at best—and
sex and violence at worst. Mu?«t students own their own television sets,
thus preventing adult-child confrontation over programs; and some families
relegate children to watch television in their bedrooms while the traditional
living room or f;u’nily room is resgrved for adult viewing.

Pegr groups play an increasingly important role in the emotional
fabric of students. Students finding few adults with whom to talk rely on
cach other for guidance in deciding right and wrong; conformity to group
standards too often becomes the measure of gdod. With no one at home
when they return from school, latch-key children receive little or no adult
care and glyv on each other for basic emotional needs.

Parents trapped by peverty, work demands, or the cult of individual-
ism often fuil to recognize their responsibilities and the frustration and
loneliness of their children. Juvenile suicide and crime have tripled in the
last 15 vears; in some communities, drugs and alcohol abuse seem com-
monplace. From the segregation and loneliness of children emerge the
alicnation and hpstihity of the young adult.

For the ecosystem to survive, the components must interact and
support the system. School provides only a small portion of the skills,
attitudes, ﬁnuwlcdgc. and habits needed by students.

In the past, experiences in the home, the work situation, and the school
made somewhat ditferent contributions to the development of American youth.
Most voung people acquired their basic habits of orderliness, punctuality, and
attention to work primanldy through experiences in the home and work setting,

" Urie Bronfenbrenner. “The Disturbing Changes in the American Family,”

Scarch (Albany . State Umiversity of New York, Fall 1976), p. S,
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with the helpful supplementation of #he school's regimen. They came to rec-
ognize the meaning and importance of the productive work through participating
i family chores and through holding part-time jobs that often involved the
close supervision and critical appraisal of their efforts.»

In the past, students were actively involved in family and commu-
nity. Today. increased use of role plaving in schools reflects a nged to
expand the hmited experiences of students, but simulations cannot
tute for real social interaction. Schools must be an integral part-of a
munity and provide for shared educational opportunities in that communi

Support Systems Neededl

More school-based support must be established; more pupil personnel
workers, school psychologists, and social workers are needed.. Often a
school of over a thousand students receives the Sefvices of- a school psy-
chologist or pupil personnel worker (home visitor) less than one-half day
cach week. Ovedlupping bureauctacies could be reduced if community-
school hiaison groups received adequate resources of people, money, and
time to do the job. School counselors need to be trained to work with

parents as well as children. With adequate funding. counselors and school -

personnel could run programs at night for parents who need help with
their parenting skills. In the’ Gallup Poll of edugational attitudes, three
of four adults surveyed favored school-based night courses about handling
children’s problems and werg willing to pay additional taxes to support
such programs. ™ Presently many school personnel try to run parent pro-
grams n addition to the rigorous demands of the regular school”day. In
some schools teachers do not know the name of the pupil personnel
worker or psychologist who services their school population, This state-
ment s not meant as a reflection on services but a reflection nkx how too
few resources are marshalled to help the students and their families.

Students and Skills R

Since the College Entrunce Boara's announcement of the Scholastic

‘try have cried “back to the basics™; the three Rs of reading. writing, and
wiithmetic, aot folls, have merited educators’ attention. B~vever, the
problers does pot Lie in mastering basics alone. Student scores .. spelling,

punctuation. and reading recall show no decline; neither are rasic arith--

metic shills Licking But students seemingly lack the higher con plex skills

of making inferences and analogies or the ability to organize concepts .

into coherent paragraphs. ™ Placing. blame provides little help to students

“TRalph W Tyler. “The New Emphasis In Curriculum Dc;elopmcm,“
Pducanonal T eadership (October 1976): 68,

" George H Guallup, “Ninth Annual Gallup Poll of the Public's Attitude
Loward Public School.™ Phe Delta Kappan (September 1977): 41,

" Christopher Tenchs. “The Wrong Answer for Schools Is:." Washington
Pose. 19 February 1978, /A
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or reassurance to parents. Rather than speculate over the decline, attack
statistics, or take defensive postures, educators must demonstrate student
mastery of the three Rs and progress to i broaded view of skills. We must
show parents that students/need not only the three Rs but more—perhaps
the three Cuocading, eritical thinking, caring.

© Sharmg civilization’s wealth of hnow ledge, communicating and ex-
panding that knowledge, and caring about the impact of that knowledge
on ourselves, each other, and the world - -these transliate into the three
Cs of Coding, ertical-thinking, and canng. Coding includes the communi-
cation and computation processes or systems that encompass our human
heritage of Anowledge. Knowledge of the symbols that comprise laaguage
or communications systems, including mathematical equations and scien-
tfic formulae. v crucial for students- seeking access to that heritage. The
traditional thiee Rs of reading *writing, and arithmetic fall under coding.
Crineal thinking requites the incorporation of logic, decision making and
problem solting as part of the daily fare for all students. An atmosphere

& curnecanng for self, others, and our environment—must permeate

our schools. Without students who care, all our knowledge and thinking
sigiify nothing.

Coding: Communication and Computation, “Knowledge, in prin-
wiplec s ainformation that can be coded expheitly in a symbolic system, "3
Foscaure mtarmation or o pass on knowledge, we must be able to
decode the vanous symbaolic svstems. Any tvpe of communication—listen-
my. speaking, reading, writing, or nonverbal  communication—requires
decodimg shills which enable us to understand the symbols that form the
bullding blocks of knowledge, past experience. and culture. An under-
standing or decoding of ¢ me” or H.O enables us to manipulate, catalog.
and mentally store the symbols necessary for thinking. Helping students
to understand the coding process and tap the storehouse of human knowl-

cdee remams o basic arm of educaton. Literacy in various symbolic codes

is the primary concern ot education. ™ Before a student can think eriti-
calive undestand the view of others, or test his her concept of what
another may be thinking or feching, the student must grasp the codes so
mteeral oo our own or any avilation. Communication and  computa-
tenal shills recenve, and nghtly so. great emphasis in our schools. Most
schoals continue therr commitment 1o filling any gaps in students’ coding
shills - Rather than retreating from teaching basic skills, educators con-
tnue o help eadh student acquire as much of the great reservoir of human
hnowledee as possible I the past some educators thought that students
diownaed g load of svmbols that they were unable to absorb, so teach-

Chad ROOhon S MWhat o Worth Knowing and What Can Be Taught,”
Sehos D Resiew tNenvember 1974042
' “Nd P §<
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ers attempted to slow down and control the flow of factual information. '
This effort was interpreted as less emphasis on basic skills; however, the
goal remained to facilitate the absorption and learning process, not stop
it Any code requires experience with the concepts symbolized. To pro-
nounce the word escalator or read ¢ me does not ensure understanding
or an ability to manipulate the code in the mind. The agt of actually seeing
an-escalator may be necessary in the decoding process. Widening the
experiental background of students through field trips and other explora-
tory activities helps students gain new symbels and requires them to
catalog expenences aud to communicate those experienges by using coding
skills.

Critical Thinking. Whether it be serving well at tennis or thinking -
critically.any skl demands modeling and a system of responses regarding
performance. If students are 1o think critically, teachers must model the
mtellectual process and be able to lead and explore alternatives with stu-
dents. I intelligence s shill in the cultural medium, students must explore
the culture, finding patterns and gnalogies; but they need intellectual
leadership in doing so. Recent articles in educational journals express con-
cern that teachers are o content oriented. Certainly a teacher must care
about the student first, but after rapport and caring relationships are estab-
Iished, what do we teach o student but manipulation of content—whether
It be vowels, analogies, or statisties? In order 1o lead the student in Ais-
covery. a teacher must model inteileetual curiosity and be able to structure
the content in muny wavs for different students’ backgrounds. The teacher
who does not easily, manipulate content cannot present a concept in the
many different wavs pood teaching re-tuires. )

I am reminded of an advanced statisties class where | finally con-

Stured nerve to ask g guestion and to interrupt a professor who was busy

filling the board, with equations.- He repeated his explanation, not once
but twice. usmg exacthy the same words: but my deficiency was not a
histenig problem. After cliss, another professor who could approuach the
problem in muany wavs quickly alleviated my frustration. The first pro-
fessor was nat too content onented. He lacked the firm vrasp of his field
that allows comples problenis to be related in simple terms wath practical
explanations to students of vanous needs and backgrounds.

Fhe often heard but senseless dichotomy of elementary  teachers
beme Child onented and secondary teachers being content oriented makes
btle sense As a child reaches various fevels of sophistication he ‘she
must have teachers able to diagnose and preseribe for his her needs at
that level Students who reach the formal aperattonal level need exposure
to-content that allows for transfer and synthesis of previous learning just
A students whe have reading problems need special help. What is needed
e oseaure envitenment for all students to attempt and fail, 1o explore
and retreat with constant encouragement that allows for the necessary

a9
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practice in the skill of critical thinking. Sewinars, discussion groups, and
student involvement in_decision making and pNblem solving all help stu-
dents apply and transfer such skill. Students who complain of irrelevant
courses and boredomwithin schools speakh to the need for challenging
students and involving our youth in the problems of the community and
school. If studemte®are to be able to perceive patterns, grasp limitless
factual information, decide what questions to ask and what knowledge

society must store and value, they must learn to think critically about -

today’s problems. Administrators, counselors and teachers who model
problem solving, consider alternatives, and listen respectfully to all points
of view provide needed models of intellectual opéhgess. One cannot be-
come skilled in tennis without practice: and one doe\ not learn to make
dectsions, solve problems, and think critically without practice,

Caring. Caring, a commitment to self and othgts, cannot be ab-
sorbed from an environment devoid of concern for students. Students need

. . . ‘»
concerned adults as models, If administrators and teachers care sbout .

students and show they care, students will care about themselves, each
other, and their world. A sense of community and concern must permeate
the ecosystem of the school and be modeled by everyone with whom the
student comes in contact, from the principal to the cafeteria worker. By
working with the families and with the community, the schools can provide
an extension of the caring function, which must be encouraged.

E.cosystem Comporents: Community and School

Schools must provide opportunities for parent involvement. Not one
but «/l the communication avenues should be explored. Study groups pro-
vided by school statf to help parents and time set aside within the teacher's
sehool day for parent talks on an informal basis help the home-school

hond. Too often & phone call or contact with the school results from nega--

tive incidents or problems. Adjusting teachers” work hours so that parents
can drop by sehool after work one day a week requires only minor sched-
nle changes but pass off in strong school support by working parents.
School-related questionnaires and newsletters provide parerits with the
feeling that they are an important and integral part of the ccosystem,

Panulv stractare, deals. and patterns of behavior should be supported
and strengthened, not distupted by school system decisions and actions. In an
age charavterized by rapid demographic change, high mobility, fluctuating
values, and aceelerating socal change, it becomes increasingly important for
children and their tannhies to have nlands of strength. A community with a
sense o dentity can provide a sigmificant place for the development of both
Ly and sovual bonds which bring together home and school to the mutual
benetit of both ™ : :

T Oondon Anderson. “Sense of Community,” (Frederick, Md.: Board of
tducation ot Fredenich County ) p. 2. '
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A feeling of ownership by the wmmumty and students ﬁmforces identifi-
cation with the school. ‘

Family and community must be supported by S(.hpol decisions. Re-
districting, new schools, and boundary changes oftén work against the
community. Two equally expénsive proposals may producée decidedly
unequal benefits in human terms. To build a more economical new school
rather than to renovate an existing structure with community ties may be
a huge lods in the human glement. A renovated facility that enjoys thé
tradition and emotional investmen® of the community moay be esthetically,
historically, and humanly o better investment than a modern facility that
does not cn]()\ the ownership of the community.”One need not wonder why
the school that erjoys comnrunity support. the school from which brothers
and sisters, mothers and fathers have graduated, the school whose students
identify with the facility seems jo have less vandalism,

Case Study : N

Studies of curriculum change generally seek to account for success or
failure in bringing about curriculum change. Many of the studies of curriculum
change processes tocas on tormal planning as a determinant of success. Others
emphasize the hiuman tactors Still others point to the availability of resources of
various tvpes as o entical facte., Some concentrate on the organization and its
social roles. Others concentrate on questions of participation and authority, All
seek to disclose howithe List steps between formal planning and actual delivery
of a curriculum to school and classroom are, can be, and should be taken,%®

That studies of curnculum change revolve around formal planning,
avalability of resources, organization, social roles, participation, and
authority, as well as the human factor, indicates that all play an important
role 1n change. How ddes interaction of such factors influence the eco-
svstem's balance™ That \\)mc blend of the factors contributes to the rela-
tive sucvess of vhange ments consideration, Without attempting to analyze
the blend, the following case study illustrates one attempt at building a

viable ecosystem,

Establishing a New Middle School: Old Mill Middle School North,
Glen Burnie, Maryland )

In 1975 the Anne Arundel County Board of Education in Annapolis,
Man land, adopted 4 nuddle school philosophy that included certain spe-
cific eoals. The muddle school philosophy culminated the work of a pro-
fessional committee deternuned to provide a smooth transition and secure
environment for the student between elementary school and senior high.
The school was to reflect the needs of youngsters in sixth, seventh, and
cighth grades rather than to imitate senior high school by being a junior

“ Decher VO Walker, Toward Comprehension of Curricilar  Realities
(Palo Alto, Culit Stanterd University ), p. §.
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high school. Night dances and activities, as well’ as competitive sports, were

replaced by intramurals and after-schodl activities that were of a non-

dating nature. A teacher guidance program that provided support. for
youngsters coming from neighborhood elementary schools into the larger . .
middle school community was to be established; and more cooperation

between home and school, with additional parent involvement was sought.

Teachers who were, cognizant and understanding of the middle schQol

. students™-needs -and -were able 10" provide 167 those needs seemed Hiecag-

sary. Exploratory activities that broadened students’ experiential back
ground without causing fear of failure were to be encouraged. The middle
school philosophy reflected a need for a departmental organization to
articulate the skills and an interdisciplinary organization to integrate the
skills, providing transfer and meeting individual student needs.

As a new middle school, Old Mill Middle School North enjoyed the
luxury of a well- d;ﬁncd vounty program and a middle school philosophy
established by county profewon.zl starand supported by the board of
education. Such prior planning paid dividends to all involved. The prin-
«cipal, who was a member of the county middle school committee and was

~app inted a year prior to the new middle school’s opening, selected a oo

staff committed to the philosophy and goals of the middle school. A com-
mitment of staff to a philosophy does-not preclude future differenées of
opinion, but it does ensure a common frame of reference for discussion.
The availability of a central-purchasing agent to help order equipment
and materials for the new building made jt possible for the principal’s time
to be spent on curriculum, inservice, stafting, and student needs.

Because the new school necessitated a reassignment of feeder schools,
much admimistrative time was devoted to building community identification
and support for the coneept of middle schools. Parents voiced anxiety for
sixth graders leaving smaller neighborhood elementary schools and enter-
ing the large Qld-Mill complex. Besicged by medig/reports of drugs and ™~ ~
discipline in larger schools, parents needed reasgurance. The purpose of
the muddle school entailed protecting and keeping students *“younger” by
enabling the muddle school youngsters to maturg in an environment de-
signed for them rather than in a miniature high s¢hool, a junior high. Add-
ing to parental fears was the knowledge that the building would be the
open space desipn that some parents associated.gith permissiveness. Coffee
clatches at 7 am. and 7 p.m. in community homes provided opportunities
for the prnncipal to talk with parents and listen to their concerns, fears,
and hopes. These meetings built a base of community support. Meetings
with feeder school groups and talks to local organizations and civic associ-
atons furthered the concept of middle schools and allayed initial concerns
of parents. !

Departmental leaders, resource teachers, and counselors were chosen
by the prnincipal before February of the year prior to school’s opening.
They came from many schools in the county system but managed to meet

R
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"« and plan programs, discuss philosophy and goals, and order materials and '
‘equipment. Having insiders who understood. supported, and could articu-

late middle school goals provided the first step toward implementing and
achieving school objectives: School leaders who could help teachers trans-
form written philosophy and aims into reality by modeling the day-to-day
expertise added invaluable support. '

Teacher selection criteria included commitment to the middle school

philosophy and a willingness to work on both departmental and initer-
distiplinary teams. Each teacher also acsepted the role of teacher-advisor
for a group of middle school students. Before being assigned to the Old
Mill Middle stafl, teachers currently in the county syster:: received a class
visit from the principal.

All teachers assigned 1o the school attended summer workshops prior
to school’s opening. Since county funding paid for only a one-week work-
shop for new schools and the staff felt more preparation time was needed,
a two-credit wotkshop submitted to the Maryland State Department of
Education permitted longer workshop time. Department or team leaders,
paid for five additional work days during the summer, planned for imme-
diate staff needs and formed the basic structure for an ongoing faculty

- inservice program. In addition, six staff members took a county-sponsored

course on middle schools and developed Teacher Advisor Program (TAP)
materials during the course.’ '

Prior to opening, days were scheduled when parents could come in
and meet with teacher-advisors and the interdisciplinary team respdnsible
for their children. Student volunteers from the feeder schools acted as
guides for parents and conducted student tours during August. Because
students’ first opinion of the school would influencg parents’ perceptions
of the open-space middle school, every effort went inta the first few school
days. Highly structured plans reflected a concern with student adjustment.’
Hopefully, students felt comfortable but challenged. The important dimen-
ston resided in the process by which decisions involving all aspects of the
school were made. Administrators meeting with departmental or team
leaders on a duly basis for the first week allowed quick feedback-as to
what areas needed attention or where possible changes could avert prob-
lems. A collaborative feeling of making a good start and having a stake in
the success or fature of the nuddle school concept spurréd extra effort that
overcame the frustrations of opening school two wecks late without many

of the books and materials which had been ordered.

To encourage community involvement, on each Wednesday, after
regular student dismissal, the interdisciplinary teams met to discuss pro-
gram and student progress with parents. Parents appreciated the informal
nature of such conferences and were reassured by the realization that they

could drop by school without incurring red tape. Parent questionnaires,

open house days. and newsletters all encouraged an open-door policy that
delivered many patent volunteers to the school's doorstep. Volunteers

A~
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received lruil'ling conducted by the school's resource teacher. Parent-
Teacher-Student Association and the Citizens. Advisory Comniittee jointly
spormored monthly meetings that turned into seminats on parenting skills.

- The school psychologist provided evening courses for parents, and the-

school counselors held guidance sessions for parents, dealing with prob-
lems identified by PTSA questionnaires.

Approaching the parent-school rclatlonshlta on many levels encour-
aged home-school cooperation. Welcoming parents to participate and view
the working school did much to alleviate concerns® Inservice time devoted
to teaching tcachers how to handle controversial issues and perent coin-
plaints when they naturally oceur provided teachers with background and
an aceepting attitude that rc.npcd' mh rewards in community support of
the staff.
Each Qm the principal met with department heads to ensure an
open organization and communication structure that encouraged a flow
of concerns and shared decision making. Staff questionnaires provided in-
put for inservice and faculty meetings devoted to instructional concerns.

Bulletins discyssed at departmental g interdisciplinary meetings led 7

the principal. resource teacher, or other in-house personnel met administrd-
tive needs. Utlization of consultants required prior planning with school

committees and follow-up by school staff. The most effective inservice -

ivolved teachers” seeing their peers demonstrating behaviors supported by
the school admunistranon and leading to specific middle school objectives.

Resource teachers and department chairpersons worked in instruc-
tond arcas and modeled desired teaching behaviors; but at the same time
they managed to observe program, work closely with teachers, and also
fultill an administrative function. By removing uncooperative students from
man instructional are, l\.\.twlg.nmp. conference time or detention, and sug-
gesting alternative wasvs of handling instructional or behavior problems to
teachers, department chairpersons provided on-the-spot expertise. Such
immeduate aceess o a master teacher or someone with authority prevented
all but the most serious problems from reaching the main oftice, thus
alowing administrators tme to work with teachers on instruction and
curriculum rather than the small but time-consuming problems that pre-
vent long-range planning.

At the end of the first year, the relative success in meeting goals
seemed directly proportional to the amount of time and emphasis given
the wouls by the admimistration Student questionnanes elicited positive
comments toward the school. Asked what they liked most about school,
students responded with “the teachers™ and comments.such as “we can
talk to them™ or “they histen” Other activities mentioned most often by
students were TAP: nini-co xt\kcld trips to the Port of Baltimore, the
Smithsonan i Washington, 3gd Historic Annapolis; or other activities
revolving around the school’s BNgntennial themes. Questionnaires sent to
parents retlected strong support foMhe school staff. The taff's willingness

’
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to welcome parents each Wednesday afternoon and the interdisciplinary
team organization were sheralded by parents as strong points of the school.
During the second year Old Mill Middle School North received mention
-« by the Maryland Congress of Parents and ‘Teachers, Inc. for work in

.

school-community relations. :

Expansion of special areas required adding new stafl membets at the,
end of the first year. Providing insetvice for new. teachers while continuing- - - - —

regular statf devglopment proved a heaVy but necessary burden, Weekly
. meetings for new teachers included inservic_g topics covered by the staff
the previous year. Fortunately, Old Mill Middle School North became a

teacher traming center for the University of Maryland and part of a joint

county-unmversity effort to institute a middle school emphasis for teachers.
This cooperauive endeavor provided a schooi-trained, school-supervised,
and schogy-evaluated pool of prospective teachers that alleviated problems
of replenishing the middle school staff and pravided the additional help of
as many as 20 student teachers in the school.

Old Mill Middle North followed a process that enabled the compo-
nents of fhe school to fuse i a wiable ccosystem. It was buffeted by the

same problems that confront most schools, but it held together with the

strong interaction that makes the whole ‘stronger than the parts.

-
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'Classroom Culture and
SR the Problem of Control

- ~-Joseph-C, Grannis — —

¢ ' ’ \o‘q-_

_ S oot « FassRooMs everywhere are different and the same. The

/ tendeney of educators and citizens to project their visions of a better life

on the schools Tias, along with modern technology, contributed to a pro-
liferation of designs for classrooms, We can point to classrooms that
purport to be open or closed; nongradgd or graded; oriented to individuals,
groups, or i class as a whole; amd ¢®ncerned more with basics or witl
enrichment. For cach of these and their combinations we can find a
political and technical rationale. Classrooms viry also in their populations:
teachers or pupils are of one or another gender, age, socioeconomic status,
cthnicity, and aptitude. For these reasons one might expect stro "a’r-
ences between the cultures of various classrooms. z‘i
We observe also, however, that virtually all classrooms have'in<com-
mon certiin features. Formally, these features include an expectation that
teachers will inculeate 1n their pupils certain knowledge, skills, and stand-
ards of conduct, the datly, seasonal, and life-span time frame within which

] schooling v conducted: and the high ratio of pupils to teachers—high,

' that is. compared with the proportion of children or youths to adults that

s found o most settings outside schools, Informally, classrooms. are
characterized by behavior patterns that include responses to these condi-
tions responses which, in the eyes of many observers, are more similar
than dissunilar :

0 The formal conditions of schooling generate what we can call the
problem of control i classrooms, Indeed. turning things around some-
what, we must ash whether clussrooms are not themselves an adaptation
to the problem of control in schooling. The core of the culture of a class-

) ?

Mot The development of this chapter was supported by the ERIC Clear-
tnghoase on Urhdn Educanon, Teachers College, Columbia University. funded
by the Nutional Insttute of Fducation. The points of view stated herein do not

necessanly represent otticial posttion o policy of the Natonal Institute of
P ducation
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room is a teacher’s and the pupils’ responses to the problem of control.
This will Be our central .xrgumcm The argument assumes that this culture,
what we have elsewhere called the structure of school experience, is the
most powerful and enduring aspect of the curriculum of school and class-
room.! The most ¢learly patterned and frequently recurring organizations
of school and chissroom hife are the curriculum that observation discovers.

o We shall begin by -characterizing a standard classroom culture and
cxanining the sources of the general problem of control. Later the chapter
will turn to variations on this pattern and explore the significance of dif-
ferences wmong pupils and between alternative designs for the classfoom.
Ultimately, one must ask how the problem of control in classrooms relates
to problems of control in society at large. However, those analyses—of
which there are many now -that immediately leap to the socializing and
sorting functions of schooling overlook the more immediate origins of the

- problem of control in the peculiar ecology of schools themselves,

The Sameness of Classrooms
» - '

The point to by made first is not simply that all classrooms are alike,
but that there is o standard classroom situation that is very difticult to alter.
In the kate 19608 Goodlad and Klein conducted observations in 150 class-
rooms, ranging from kindergarten through third grade, and about equally
distributed between Lirge and small proportions of disadvantaged children.
ClThe term divady anraged atself assumes @ cultural standard.) About half
of the sample schools were invalved as single schools or as part of their
districts in projects or activities supported by supplementary funds from
local, state, federal, or private sources. The time, it will be recalled, stood
toward the end of o decade and a half of rationalist school reform-—team
teaching and pongraded mstruction, for which Goodlad had been one of
the most outspoken proponents, and numerous national curriculum proj-
cots, including a vanety at the elementiry school level, Goodlad and Klein
found a general pattern which is most sharply conveved by the physical
image of the clissrooms they observed:

In reward to seating. the hindergarten rooms almost always provided some
hind ot table., nd-chair arrangement, a pattern that faded until individual desks
i rooms became  cqually unitorm for tﬂ\j(hnrd grade. Sinularly, the rug
corners and reading arcdes ot the first two pears had virtually disappeared by
the third and tourth.

The general pretute s thar of a play-hke environment of the kindergarten, |

with vonsiderable opportuminy for freedom of movement and activity, giving

' Joseph € Granmis, ~The School A i Model of Society.” Harvard Grad-
tate Schaol ot Educanon Bulletin (Autumn 1967): 14.27. Reprinted in The
Iearming ot Polincad Beluntor, eds Norman Adler and Charles Harrington
(Glenview . I Scorr Foresmuan, 197 ¢t Robert Drechen, On What s
Lewrned 10 Scivnod CReading, Maws.: Addison-Wesley, 1968 ),
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way to a much more restricted and circumscribed academic environment there-

- after. By the third grade, materials and seating arrangements suggest a passive,

immobile pattern characterized by seatwork and total group activity under
teacher direction.? ‘
Overall, reading in groups was the most frequent activity observed.
Second most frequent was “*independent activities,” which, between kinder-
garten and third grade. shifted from physical movement, especially .manip-
ulation of objects. toward academic work. Arithmetic, language arts
other than reading (writing. spelling, listening to stories, etc.), singing and
music, and physical education made up the remainder of the activities
that, together, constituted more than 85 percent of the classroom events
observed. Goodlad and Klein did find variations in this pattern between
the “regular” and the predominantly disadvantaged classes. Disadvantaged
children spent proportionally more time than advantaged children in read-
ing in first grade, but less time in reading in third grade. THedisadvantaged
third grade children also spent less time in singing and music, physical
education, and independent work of a relatively creative sort or at least

selected by the children from a set of options. They spent correspondingly

more time in prescribed seatwork, in workbooks and so forth, which
Goodlad and Klein characterize as “busy work.” ® Finally, the proportions
of time spent in artithmetic were comparable for the different classes

‘throughout the grades. These findings foreshadow those of other research

that we will attend to later in the chapter. However, Goodlad and Klein
end up giving greatest emphuasis to the similarities between classes:

One conclusion stands out clearly: many of the changes we have helieved
to be taking pluce in schooling have not heen getting into classrooms: changes
widely recommended for the schools over the past 1S years were blunted on
school and classroom door. Second, schools and classrooms were marked by a
sameness regardless of location, student enrollment, and “typing” as provided
imtially to us by an admunistrator.

Third, there seemed to be a considerable discrepancy between teachers’
perceptions of their own innovative behavior and the perceptions of observers.
The teachers sincerely thought they were individualizing instruction, encourag-
ing induchive learning, involving children in group processes. and so on. Fourth,
“specal.” supplementary, and enrichment activities and practices differed very
httle from “regular®™ classroom: activities, Fifth, general or specifi¢ classroom
goals were not identifiable to observers. Instruction was general in character
and not specifically directed to diagnosed needs, progress, and problems of
individual children. Teachers shot with a shotgun, not a rifle. Sixth. the direction
being pursued by the school as a whole was equally obscure or diffused.

Seventh, there appeared not to be a critical mass of teachers, parents,'and
others working together toward develpping cither u sense of direction or solu-
tions to school-wide problems concerning them. Eight parallels number seven:

2John I Geodlad and M. Francis Klein, Behind the Classroom Door
(Worthington, Ohio- Charles A, Jones Publishing Company, 1970), p. 63.

¥ Personal commumication from the authors. The increase in seatwork is
implied but not explicated 1n Behind the Clussroom Door.
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school personnel appeared to be very much alone in their endeavors. Principals
terdded to remain in oftices and-hallways and not to intrude on sacred classtoom
ground in any direct way. Teachers, although alone and presumably free to
teach in their classrooms, appeared to be bound to a common conception of
what school'is and should bed

The highly teacher-dominated verbal interactions Goodlad and Klein
observed "behind the classroom door” are very consistent with those ob-

served a decade before by Hughes® in a sample of 41 both recommended
and randomly selected elementary school classrooms. The more general

behavior patterns are consistent with various observations in elementary-

school classrooms, ranging from Jackson's dispassionate Life in Class-
rooms® to Holt's polemical How Children Fail.? .

At the junior and senior high school level, a similar variety of studies
attest to the sameness of classrooms. The Report of the Ngtional Panel on
High Schools and Adolescent Education,* to which a group of widely ex-
perienced and distinguished educators contributed, concluded that the

organization of high schools around the classroom unit has tended to’

render them “inflexible in their adaptive capacity to encompass newer
instructional forms and prode.ures.” Since these newer forms and pro-
gedures—at the high school level these incluc~ team teaching, the use of
paraprofessionals, flexible scheduling, modules, mini-schools, and various
indactive and experiential approaches to learning—have been meant to
break the mold of the classroom unit, and in a limited number.of cases

-hyve done so, it appears that organization around the classroom unit has

tended Yo revive these changes, . .
Inside the standard high school classroom, most of what takes place
overtly is talk, and most of the talk is by the teacher. The tvpical pattern
of talk is teacher question student answer/teacher reacticn followed by
teacher question. The gltestions generally ask for recall or extrapolation of
Anowledge, making minimal demands on students' critical, creative, or
empathic capacities: and capacities of this sort that students do have are
manifested more in their my nadaways of refining the classroom game than
i what one first thinks of as critical, cregtive, or empathic activity.
Quotations from two first-hand accounts of life in secondary schools
will illustrate these claims. Cusick participated in the student life of a com-
prehensive school that drew -lower- to middle-class students from small

P Goodlad and Klein, Clavsroom Door, pp. 97-98.

S Marie M Hughes and others, 4 Research Report: The Assessment of the
Quah’&*r/ Feaching (Salt Lake City: University of Utah, 1959).

"Philip W Jackson, Lare in Classrooms (New York: Holt, Rinchart &
Winston, 1968}

“John Holt, How ¢ ldren Fuail (New York: Pitman. 1964).

Ylohn Ho Martin (Chairman) Report of the Natonal Panel on High
Schools and Advlescent Education. Washington, D.C.: GPO, 1975,
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towns and rural and suburban areas. One of the observations that sets the
stage of his book js the following:

Exceptions do occur, especially in classes where the students are divided
into work units and carry out some prearranged experiment or project in co-
operation . with one another. There the teacher cakries on his instruction by
walking around. interacting with them encouraging one- group at a time. But
these are classes such as physics or chemistry labs where the lab manuals and
texts lay out the step by step process to be tolowed. und there too the methods
are structured and the answers set. It is not enough just to say simply that there
were good and bad classes, good and pad teachers. The fact was that the teach-
ing in all clusses, science, math, English. language. was remarkably similar. The
teacher would take care of his basic maintenance activity: take attendance,
close the door, accept Jate ships. take out his book. and call the page number;
then he would structure the activity by acting out the part of questioner, en-
courager, teller. and explicator, doing, of course, most of what there was to do
while the students watchgd, waited, and responded to his cues. This was the
way classes were conducted day in and day out.?

.+ Herndon taught in-an inner-city junior high school, “about 98 percent
Negro. they had told me downtown in the district office, as if to say not
entirely Negro.™ At one point, Herndon was frustrated by. the failure of
class discussions to lead to “riti'ng. )

~» The problem with 9D was to find out what they wapted done which
netded the cHssroom, the school situation to do, which couldn't be done other-
wise

Herndon was absent for a mgnth. When he returned,

90D . . . greeted me with an indigfamt and sincere-sounding outery. Mrs.
A was a better teacher than I she was a real teacher, [ wasn't no real teacher,
she really made them work, not just have them old discussions every day: no,
man. they were learming spelling and séntences and all they was spozed- to.
Moreover she was strict and didn’t allow fooling around —-all in all they felt
thev'd been really getung somewhere. [ lookéd in my grade book, up to now
pretty empty of marks, and saw, sure enough, a whole string of grades after
cach nume  mosthy, however, F's and zeroes. Many of them had nothing but
seroes, which T took to mean they had been busy not-doing this important work.
I ponted -this out to the class, but it didn’t matter. They had been back on
tamihiar ground. strict teacher, no tooling around, no smart-off, no discussions
ahout how bad school was, and plenty of work, That was, after all, what
school was and they were in tavor of g1

The Problem of Control as Discipline

What school, or curriculum, iv underlies all of these observations,
which brings us back to the problem of control. On the surface, the prob-

“OPhilip A Cusich. Inude High School (New York: Holt, Rinchart &
Winston, (973 p 28 :

" James Herndon, The Wav. It Spozed 1o Be (New York: Simon and
Schuster, 1965y o Ton
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tem of control is the discipline problem. Numerous studies have found this
to be among the most salient problems teachers themselves perceive.
Waller,'* using ancedotes collected from his students, interpreted life in the
high school classroom as a constant struggle for control. Loss of control
over their classes and loss of their jobs were the two things teachers feared
mosty The problem of cantrol underlay even those clissrooms in @hich the
rows of children appeared to be the most orderly. The pupils could erupt
at any moment, exploting any weakness of the teacher. They might take
of on a saving or gesture of the teacher, might destroy a rule by literaliz-
g it might introduce extrancous matter to disturb a discussion, and so on.

the teachers who contrtled their classes most successfully commanded

without explunation, used punishment to define the situation of the student,
manmipulated pupily’ sogial relationships, expressed anger quickly and main-
taned wtuntil acrses had passed, and appealed to the most relevant ideals
arrd nidtves of their pupils. \

Waller's account would apply to many classrooms today, though one
nught characterize others 1in more subtle terms. Most enduring are the
dviarues of control that Waller analyzed: the “perilous equilibrium” of
soctal order an the school, the social distance between teacher and pupil,
the need for the teacher not to compromise this distance in the eyes of
other teachers, and the roles pupils play in the classroom—clown, bully,
goat, vood oy, bad boy, teacher’s helper and so on—some of them roles

»

that developed in the children’s primary groups, and others roles that are .

more unigue to the clissroom,
Smith and Geotfrey, some 35 years later, analyzed an urban eighth
erade clisstoom in terms that are remarkably cofisistent with Waller's

dynamuies, especially considering that the conceptual framework of their

analvais was painstakingly built by applying to their observations theoreti-
cal sources that were far removed from Waller, the spare and elegant
wamlogical concepts of Homans, Smith and Geoffrey add to Waller a time
penspective derved from therr having obsérved with Geoffrev as the teacher
for a whele vear moa smele classroom, Thus one sees in their account not
enly mdiy dual student roles  the court ester, the nonworker—but also
anmtncate process of interweaving the children’s and the teacher’s expec-
taiens s certain behavior sequences spiral to form the individual-in-the-
tole Detiing “clissroom control™ s “the relationship between teacher
derection. usually verbal. and ahigh probability of pupil_compliance,”™
Snth and Geotfres identitied four stages of the teacher’s establishing initial
vontrol “Grooving the children™ involved the teacher's stating the rules
amd commuandong activities without much cxpl;m;nﬁnn. but with enough
wormith humor, and pleasure an the activities thepnselves to infuse the

Well oo Wodler Fiie Seciology of Tew hing {(New York: “llt‘\. 1932),

Foone M Siath aod Walhame Geotlies, The Complevnies of an Urban
o e oNew York Holt, Rinchart & Winston, 1968), p. 67,
25
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classroom “helief™ systemis with “sentiments” to form classroom “norms.’

L mean it tollowing lhrﬂugh?" and “softening the tone of classroom

management” charactenized the subsequent stages of establishing control.

A Waller emphiasized, and recent studies have reaflirmed., it is not
only the teacher who estublishes control. A new teacher, especially, is
sociilized to the role of disciphinarian by other teachers and by the pupils
themselves MePherson wdentitied four maigr strands of the self-image of
the teachers i school i which she herself taught: disciplinarian, direc-
tor of learmmg, mdustrious worker, and one deserving just and equitable
treatment.

The most ddearly obsersable aspeet o u teacher was her suceess or failure
Ayt preserver ot disapline
“Sucyesstat teachers doonet have problems

“Tohave 1o send w child to the prncipal s 1o "adont that vou can't control
the huds "7 7

Soat wasn the area ot disaipline that the standards of role performance
were clearest and that the attiempts o social control by older over younger and
newer teachers were most evident 1

Fuller summuarized as follows the data reported in six studies that ex-
anined bevinming teachers” problems without severels restricting the alter-
v es among whuch the teachers could choose:

vt s reported Boothese investigations, what we know s that beginning
teachers are concerned about class control, about their own content adequacy,
about the situatiens in which they teach and about evaluations by their super-
sisars, by then pupds and or ther pupils by themselves, .

Loe consntency ot these findings s temuarkable in the hight of the different
popubaiens sunvesed The consisteney Ties not only 1n the similarity of concerns
expreswd But s the abserce of concern about topies which are usitally included
mocduoition counses structonal desien. methods of presenting subject matter,
assosstitent o papil deariimge dynanncs ot ‘child behavior and so on. i@ ’

O the basis ot nnee of studies, Fuller argued persuasively for o
dovelepmon:al Concepiuahization of teiachers” concerns, gomg from a pre-
teachine phose that s guete vavue about the classroom to an early teaching
Pl ob concern wath it cas characterized above) 1o finally, a phase of
Lire concerns tectusad on paprl van and selt-evaluation as opposed to per-
sort ot and ovaluation by others. Fuller observed that a teacher could
ret stchToan the second of her thiee phases. From a more sociological
At g losical perspective. we might hy pothesize that the basic conditions
of schvehne st consttute the problem of control ensnare most teachers
i budler’s menal teadluny phise.

POarteade HOONMOPhensen Sondl Fown Towcher (Cambridge, Mass.:
B oo andb Ut Press Y972y p o

Fomacoes B aler Concerns of Teachers A I.)L'\clnpnwnt.tl ('uncepmali-
Saiien Cenerwan Foucar onal Research Jowonal 6 1969y 210,
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Lortie'® discusses teachers’ opinions, documentied in other studies and”

confirmed by his own surveys. that education courses had not adequately
prepared them to deal with the problems of classroom discipline and man-
agement The courses were too “idealistic™ and “out of touch with reality.”
Teachers learn to take the role of teacher largely through the 13,000

hours they spend 1n classrooms, on the average, before -graduation, and -

then through their experience as teachers themselves. Teachers-to-be un-
derestimate the difficulties of the role, but still there is not much shift in
their conceptualizatidn of it after entering the role. Lortie takes this fact to

be evidence of the mited influence other teachers have on a given teach

er's idea of how to implement the role, though the pressure to maintain
control is strong from other teachers. ' '

On the theme of the sameness of classrooms, Lortie surmised that the
classroom unit is.maintaned. with low interdependence of classrooms, be-
cause of the high turnover rate of teachers and the greater ease of adapting,
classroom units to local population changes. In our own: view, the moral
difliculties of rationalizing ihe teaching role contribute 10 the persistence of
the autonomous classroom. About half the teachers interviewed in one of
Lortie’s surveys “emphasized moral outcomes that would result from their
work.” ' :

-

Tedachers are charged with maintaining good order and discipline in their
classrooms. It v highly probable, 1in my view, that elaborations along moral
lines, 1 addition to demonstrating continuities within teaching, give additional
meanng to these disciplinary activitiest?

Lhe possibihity of nterpreting the conditions of schooling in a way
congruent with one’s own moral principles may be greatest in one's “own’
classroom, whatever the teacher’s stage of development, in Fuller's terms.
The autonomy of the classroom also protects the teacher from being ob-
served i moral compromises, be they sereanung, favoring ompliant chil-
dren, or more subtle departures from an ideal. The mystique of teaching

the feehing of many that the problem of conprol defies pedagogy, the
sdcrosanctiom ot the ciassroom seems to emaniate from this personal moral
factor.

The Problem of Control and the Conditions of Schooling

We adluded at the outset to three basic conditions of schooling: the
cypectation that teachers will accomplish learmng in their pupils, the time
frame of schooling, and the ugh ratio of pupils to teachers. We turn to
these now te ash win disaiphine should be such a problem in the school
and what turther ranutications control has an the culture of classrooms.

S ¢ Lorne, Sdiood teweier A Sociedecical Study (Chicago: Univer-
sity ol Chicaeo Press, (973 '
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Waller'® anticipated much of what we understand today from a sociologi-

cal point of view; Jackson'” presents the most complete weological analysis,

= .. Smith and Geoffrey*’ combine these perspectives. We shall take up the

= three basic conditions of schovling in the reverse order of their statement
above. T

The Ragio of Children to Adults =~ -

A far larger number of children or vouths—simply in the aggregate,
and in proportion to ‘adults-—is present in classrooms and sehools than in
any other sctting of everyday life outside of school (or church’ school),
except certain recreation settings. Jackson exfflores the implications of this
crowding in detail. He attributes to it teachers’ determining who will and

, Will not speak, allocating supplies, granting special privileges, and serving
as ofticial timekeeper. The necessity- of waiting, the denial of desire—for
example, o}y some can answer a question or be granted a request—and
the frequency of interruptions are shown to be further consequences of the

~crowding of children in classrogms. Most poignant of all is what Jackson

- summarizes as the requirement that children be “alone in the crowd,”

ignoring the potential distractions of peers with whom they are more

intimately associated in school than they are likely to be, in such numbers,

in settings outside of yehool. This last point is particularly crucial because

it, especially, seems to arise out of the circumstances of the school situation
itself, rather than obviously serve some socializing function for future life.

- A further implication can be drawn, the underside of the points that
Juckson has made. The crowding of children in classrooms makes it difti-
cult for them to exercise the peer competencies, the skills of regulating
their relationships to one another, that the children are already developing
In settings outsde the school. Younger children playing in unsupervised
settings rarely interact in groups exceéding three or four individuals. Where

+ larger numbers of young children (still rarely as large as in school) are
coordimated, they tend to be organized by adults or by older youths in a
g;mﬁ. a party. or an adventure. In any case, the activities are almost in-
variably related to physieat things, the toys and found objects, spaces, and
surfaces of children's play. Things mediate children’s relationships to one
another. This s the socual order that kindesgarten recognizes. It is thus
quite understandable that youny children might be “unruly™ when they are
vongregated an large numbers and expected to orient almost exclusively to

Tanguage encoded information, spoken or written. The children’s already
learned rules for regulating their interactions do not ; ly, but in fact they
will resort to these rules - -forming spontaneous groupd, and making play
“objects of whatever comes to hand--whenever the pressure to attend to

’

Y Waller, Sociology,
Y Jackson, {ite
" South ard Grotreyv, Conpledines.
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52 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT :

exclusively language encoded information is relaxed. “Socializing™ young
children to the standard classroom is thus not just a matter of teaching
them the expected conduct pneegand-for-ull, but one of contmuul vigilance
Lo maintain it.

- As children grow older, the patterns of their interaction change, but
the end result reniains problematic for a classroom. The children's friend-
ship bonds strengthen, not to the same degree for every child, but in net-
works wherein increasingly stable clusters of children are directly or in-
directly connected 2o certain individuals who emerge =us the centers of
attraction. However, some children (Gronlund?® estimated 11 to 22 per-
cent of the children in all classes at all grade levels) are persistently ex-
cluded. Outside the classroom, in the extracurricular activities of schools
and in the settings of the children’s and vouths' nonschool rccreatlon——-
streets and fields, fast-food establishments, car parks, Lommumty dance
centers, partics, and so on—the children interact, or watch the action, in
increasingly larger numbers with minimum adult organization or surveil-
ance M any at all. The largest interactions, for example, sports contests
and dances, continue to ke organized around things; but language emerges
as a sufficient medium for many social activities. Some interpretations of
“adolescent society™ argue that youths are exercising capacities that will be
prized when they are adulis: leading and following, self-assertion, and
aftiliation ** Youths cagerly take what part-time work is available to them,
and in recent years some have been active in political causes—desegrega-
tion. antiwar activity, and ecology. One of every ten girls today becomes
pregnant before age 18, and an in¢reasing number of adolescents formally
marry while stll in’ high schopl. However, the limited opportunities for
vouths to participate in the u«&numv and the political system, linked with
the continance of most m thur\dnldlumd homes past the point when they
are brologically capable of fnrmlm~ separate families, result in their capaci-
ties bemng, to say the least, out f phase with what adult suucty is pre-
pared to accommodate.

It s the crowding of these youths into the secondary school that the
M.irtin Report’t emphasizes. The-report argues that the sheer logistics of
maintaimng custody of youths in school for six or more hours a day, not
just in classes, but in study halls, hbraries, cafeterias, hallways, and so on,
disperses the teachers n&:ttcd to a school in such a way that the average
class has to be large. Ofcourse, one must ask +Ay a certain proportion of
teachers to students, resulting i a_relatively constant range of class sizes,

TNorman b Gronhind, See 'mnu'ny in the Classroom (New York: Harper
ami Row 19849 .

M lames S Colemuan Lhe Adolescent Sociens (Glencoe, Nl: Free Press,
vl ot Jules Heniv Cudnere Against Man (New York: Vintage Books,
)

SENLartin, Report on Hhigh Schooly and Fducation,
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has been allotted to schools in modern times. What society is willing to pay
- for teachers certainly figures in this somehow. Society's valuation of teach-
- ers, howevef, is Based in part on some estimate of how many teachers are
réquired to do the work of schooling. It might not,be too outrageous to
suppose, that 20 to 40 students represents <the comfortable and barely
tolerable extremes to which a teacher's voice and vision can be adapted
from the front of the room. In ways that we shall explore further below,
the standard pupil-teacher ratio might thus tend to perpetuate the tradi-
tional modes of teaching with which it is consistent. Be this as it may,
adolescents are boundyo test themselves, to express their interests in one

another, to pull ot now one and now another “stop in the exquisitely -

eluborated instrtuments of their social éxpression, in the most ordinary con-
verse: of the classroom. For the adolescent, more than for the younger
child, a ¢lassroom is o potential forum. For the teacher of adolescents, as
of younger chuidren, 1t is necessary either-to employ pupils’ social com-
petencies or to repress them,

<
The Time Frame of Schooling

I

»

/

The fact that children between the ages of six and sixteen are required
toattend school for certain days and hdurs clearly relates to the youths we
have just been discussing, i~ part of their exclusion from adult society.
Suncheombe* has demonstrated that those youths for whom the connec-

, o between schooling and subsequent employment js most tenuous are
those most alienated from high school. particularly lower-class males.
Drop-out statistics tell the same story, At the same time, exclusion from
adult yociety affects all students in ways that the drop-out statistics do not
begin to indicate. '

What more weneral ettect on school experience does the requirement
to attend school have”? Jachson®™ reviewed a variety of earlier and more
recent studies of both younger and older children's feelings about school.
Phese studies showed relatively small proportions of students with strong
feehnes of ke or distike after the -carliest vears of school. Most students
feelmus toward school could be characterized as stereotyped acceptance or
mditference A provecative inding in two studies, however, was that stu-
dents who mdicated o liking tor seliool most often selected negative adjec-
tves from . checklini to describe their ivpreal classroom feelings. Contrary
to convennionat school wisdom, the studies contained no evidence for a
cortelation between students” academic success and their liking of school.
Lachson relates b ot this to sehool's “becoming “old hat,™ holding few
surprises “atter the tist tew thousand hours of attendance”™ (1), Jackson
ponts o tocthe fact that hildren nuese attend school. whether they want

achue Sanchoomie . Rebellion o a Hieh S hool (Chcago: Quadiangle,
196G ) !
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N ) toornot, To us this latter fact has the prior significance, linking first of aft

_ to the physical quality of school life, its peciliar mixture of puisivity and

= -many" tlings happening that Jackson describes so effectively. Zchool at-

e, tendance is prescribed legally in terms of days and hours and a span . of

‘.. Jyears. The law affects most direétly the distribution of children’s attivities

in time. School starts and ends at prescribed hours of the day. The tempo

of activity from minute to minute speeds up and slows down in a eguiar

Jpythm plnctuated by arnval snuek or recess, luncheon, the brief breaks

L at class or activity-changing ...e, and the approach of a duy's, a week’s, T

#nd a season’s ¢nd. The tempo is lifted or depressed p'y less regular hap- '

penings: spectal assemblies, fire drills, jokes, things falling, working, fail-

ing, Whatever events cian occasion yvoutbursl of apprecigtion or a groan

o of despair. Children's energies coursg through school like waters in a

' ' streant, moving faster or slower as the stream bed changes, and finding

their way even under ice, Our.analysis of crowding emphasizes the social

dimenspon of schooling., the knowledge required in school directs. us 1o its

v mtellectual aspect. The facteof compulsory school attendance focuses us on

the physical dimension of the school environment. Control of a physical
aspect of children’s lives. their time, is the point of departure for the law..

It remains to be said that the time frame of schooling does not en-

trely dictate how the children’s energies are to be regulated. As the crowd-

X ing of children creates the problem of control of their social propensities,

children’s restriction jn time creates the problem of control of their activity.

~Teachers might attempt themselves to control children's energies entirely,

©or they mught accommodate more to the children's own, individual and

cultural, definctions of work-, play-, and rest-time.

The Ex pt_'c’ll;lion That Teachers Will Foster Literacy

The teaching of reading, writing, arithmetic, and knowledge articu-
Lited by “these means - broadly speaking, the development of literacy—is
very aich a matter of controb. First of all, just the fact that certain indi-
viduals, all of them adubs, have been oiticially designated a8 teachers sug-
gests that 1as therr hknowledge which is to be definitive in the c¢lassroom.
This does not simply mean that teachers’ answers are correct answers.
Fhe vers forman which knowledge is to be demonstrated—as answers 1o
questions, storvtelling, moves in a game, or actions of a craft—is itself a
. detimion of knowledge. Thus the form tifat the teacher fosters conveys

hnowledue ahowr knowledge. If o teacher is pressured by environmental
vircimstances into the enactment of one or another form. the teacher’s role
sanctions this as knowledge nonetheless,

For amene 1o teach reading, writing, and arithmetic to any number
of others would involve the exercise of control in some way. Consider
smpay the nature of the alphabet. Insofar as ats letters stand for sounds
that combine w0 form the words of spoken language, “decoding” and .+
Cencodmye™ nueht be thought to be purely rational processes. In certain
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respects, however, the alphabet is highly arbnrary the shapes used- to
répresent the sounds, the order A to Z in which the alphabet ‘is trans-
mitted, and, particularly in Englnsh the inexact correspondence -between
the letters and sounds (a givedidetter may stand for more than one sound,
and a given sound can be formed from more than orie combination of let-
ters). Learning reading and writing, and i’ partly similar ways leammg
arithmetic, thus entails accommodation to conventions as well as sheer
perceptual discrimination and reasoning. What we mean by control in thls
case is.linked to what Duwe® has called “the imposition’of meaning.”
Spelling is-a blatant example of this for virtually all school children, a
paradigm for more subtle dnsuplmes of knowledge to come. For children
whose spoken language is not standard English, the imposition of mcamng
in learning to read and write is compounded.

Reading, writing, and ‘at least advanced .lrnthmem are conducted ex-
clusively through symbols. One gets virtually no fhformation from isolated
symbuls directly. Information is extracted from their connection with other
symbols of their system and from whatever agsociations they may have
with sensory experience. This fact distinguishes symbols from concrete
things and events, which contain relatively more information within their

- shapes or boundarnies, information that, further, yields more directly to

sensory actions,
That svmbols can be used to represent objects and events one has not

experienced comstitutes their most immediate power and simultaneously

presents & problem of access to their meaning. Progressive educators’
crticsm of exclusively verbal and numerical modes of conveying knowl-

edge i classrooms concentrated on the superficiality and distortions of

understanding @t van result from having to employ concepts whose
referents have not been directly experienced.® In characterizing this as
“passive™ learming, ther progressives also anticipated the point of view
which Puigets* especially has worked out: that thought must be developed
through actions on conerete objects before it can be operationalized more
formally - Puget. however, leads us to the edge of a more profound level of
the problem of meaning, let us say of the problem of control over mean-
e, one that the progressives slighted. This level is the capacity of sym-
holically represented knowledge to form and transform experience, to ar-
range the objects and events symbols refer to in relationships that are not
simply mnduced from expernence,

= Dawe gioted in Michael Fo DL Young, Knowledee and Control {(Lon-
don Cothier-Macmallan, 1971

U Willam A Brownell, and Gordon Hendrickson. “How Children Learn
Intormation Concepts and Generalizations,” J49th Yearbook of the National
Seciens torthe Suady ot Education, pto 1 Chicago: University of Chicago Press,
jus(y)

Sean Praget Scronce o bducation and the Paychology of the Child (New
York Orwon Press, 1970y,
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Abstraction—the scbarqtion of properties from things and events in

their contexts to define categories and relationships—is crucial to the regu-

lation of experience in modern saciety. Modern science, industry,-agricul-
ture, commerce, administration, communication, and warfare (how ¢an we
leave this out?) all depend upon abstraction. That children and youths
from different sectors of soviety have different degrees of access to this
mode of thinking will be central to questions to be pursued later in this
chapter. Here we can observe more simplistically that schools in our
enuct) are expected to foster abstract thought. Blum hag speculated that
“remoteness from evérsday hife . . . is an important element in legitiniating

academic knowledge in schools.” 29 Why would this be so? The capacify of

remoteness for legitimating academic knowledge derives in part from the
role abstraction plaas in the control of the systems of modern life. At least
ane intended or claimed function of academic knowledge is the transmis-
sion of this control to students. )

Abstriagtion itself, however. is not the only source of the remoteness
of acadennc knowledge. Another source is suggested more by the term
academic. This is the fact that the disciplines of knowledge have been
organized around. bodies of information and conceptual frameworks that
are conventional, the knowledge compacts of the academies. These con-

. . . . 4
- ventions, more complex than those of the alphabet, link academics to one

another in 4 common discourse that constitutes for' them a different
“reality™ from the reality of nonparticipants. As a discipline becomes a
subject, the conventidns become submerged; vet they continue to control
meaning. The difference is that the learner has less access to the rules of a

subject than of 4 parent discipline, except the most primitive rule of all,

which s to replicate the contents of the subject. :

"R tinal aspect of academic knowledge is somewhat paradoxical in
reiation to its hasis in conventions, This is what Goody and Watt* have
delineated as the solitary. and individualistic nature of writing ghd reading
as communieation. Compared with talk, communication through writing is
more solitary not ust because it can be done alone, but because there is
less opportunity for immediate adjustment of differences of interpretation
between reader and writer than between speakers. These characteristics

¢an cut two wass 10 a clissroom. On the one hand, writing can be devel-
oped as a personal medium of expression, and the discussion gf writing—
or of reading done in cammon---can emphasize individual pupils’ differ-
ences of interpretation. On the other hand, -reading and writing can be used
to isolate puptls from one another, however consciously. or unconsciously
this may happen. The process is most conspicuous in seatwork that is “busy

22 Alan F Blum, " The Corpus of Knowledge as a ‘Normative Order.” in
Rnowledve and Controi ed. Michael F. D, Young (London: Collier-Macmillan,

1971 p 134 v v
B0 Goudy and T Watt, “The Consequences of Inu.u.y in Comparative
Stud®es in History and Sociology, v. 3, 1962, _ .
¢ _
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work.” It also enters into the classic pattern of teacher questmn/pupxlu
answer. teachér reaction followed by teacher question when the teacher
takes the presumed standpoint of the author of a reading, especially a text-
book, and monitors the pupil’s interpretation of the reading. This second
way to use reading and wnting especially links the nature of them to the
evaluation thygt Juckson underscores as another pervasive quality of class-
room life. Ruulmt. and wnting and discussion of them evoke evaluation.
They can further be emploved to occasion “evaluation when it is central to
thc tc.uhu s control of the pupnls socia) relationships and thus contributes
to maintenance of the teacher's authority more generally.

What all phis amounts to is that hy its very nature the intellectual

> material of schooling requires the learner's acceptance of cultutal con-

ventions at yanpus fevels of abstractness. More often thdn not, however,
the Llassmnm teacher does not share with, students the intellectual gains
and tride- uﬁs of these conventions, but requires instead the students’ sub-
Jnission to 4 more personahistic authority, the teucher's own knowledge.

Much of what we have been saying here about academic knowledge.
and control cim be illustrated by  discussion Hughes recorded in an inter-
mediate grade clussroom. ?

T acHER:- Incidentalls. did the California Indians have i pretty easy life?

ARTHUR: No.

Teacher: Yes. they ¢hd, Arthur, Don't )uu;mwmher" Who can tell me
about 1t? (Hands up) Fddie.

Evomke: (Tells .:huu( Ipdians not having to wogk.)

TescHeR: Why didn’t they have to work as hald as other Indians? Larry.

Larry; “They didn’t have to fight.

Teacuer: They were puu:ful Indians. But one\fact. One word will answer
it. Robert. . : ’

Roser1 ( Tells about freedom)

Trachir: That's rght. They had freedom. Rebeceg,

REBECo A Lots of food. . .

TescHER: Yes, they had lots of food. Janice.

Janicr g Savs more about tood)

Teacuer: All night, bt why did they have lots of food?

~ Cuno: They had all the tood they wanted.

Teacuer: All night, why?

CHun: l('nmmjms)

TeveHER . All night, but there is sull one thing I wanted you to say..

CHud. (Trnies to tell about rasing crops) 1 can't think of the word.

Teacuir: Fertile. . . y

CHILD: Yes.

Tewnrr Pmogomng to tell you. I wanted you to think this out. One reason
wias because of the chmate Things grew the year around. The winters were not
severe and there was always plenty of food.™

U Hughes, Avsesyment of Quality, pp. 105-106.
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This discussion is a rither haphazard course of learning, for any child.
_ The rules that govern meaning are Opaque. To the extent that children have
dttln.ulty mastering these rules, communication is threatened, and the teach-
er’s questioning must serve a more general strategy of holding the class
together. The discussion above is skating on the brink, of «he discipline
problem. Allow us to point to the deliberate pun.

The Cotlgruence of Claésroom Controls 7 N

Each of the three ba<ic features of schooling discussed up to this
point—the crowding of pupils® the compulsion of school attendance, and
the expectation that teachers will foster literacy—entails g heavy exercise

~of control. Still we have recognized at L.tth point that things could go more
‘than one way. Teachers could employ* or repress puus social compe-
tencies, could share more or,less control over the coukse of activity, and
could exclude or include pupils in the explicit constructich of knowledge.
These possibilities, logclhcr with the constraints in which they are couched,
constitute the core” problem of control inherent in schooling: They are
problematic even before we raise the Yuestion of how Soeial class and caste
atfect schooling. Before turning to this question, let ‘s ask why, in the

=standard classroom, the set Of the more restrictive ot each of these alter-
natives emerges as the most common solution to the pwblem of control.
The most encompassing explanation comgbines social ecology and develop-
mental psychology. Space allows us only to suggest the argument here.

Recall,that we have connected the three bask ténditions of schooling
to the social, the physical, and thc intellectual 'ftspccts of the teaching-
learming environmept. The .connections might have been drawn in other

wavs. For example, Foshay ™ ddds to these three domains another three—
the emotional, the aesthetic,and the spiritual realms of the curriculum and
the learning environment. “In our view, these are variations .on the social,
the phyvsical, and the intellectual, emphasiing the affective’ aspects of judg-
ments of the good, the beautiful, and the true. The idea we hive attempted
to set up s that the sdetal, physical, and intellectual domains, of environ-
n:z'tx. not just m schools, Mt more generally, tend to be congruent with
another. Intuitively. fhis idea is cohvcy&l by the image of the standard
classroam quoted from Goadlad and Klein above. Operationally, it is best
understood i terms of human judgments: an individual tends to orient
consisterttly to one or another authority for all three kinds of judgments to
" he made 0 a given environment—intellectual, social, and physical, or mat-
ters of the true, the good. and the beautiful (pleasing or tolerable to the
senses, ete.), Thus of a teacher sees himself or herself as the ultimate

/ .
2 Arthur W Foshar, “Toward & Humane Curnculum® in Egsays on Cur-

rewhon Arthur W Foshay ed. (New York, Curriculum and Teaching Dept.,
Feachers College, Columbia University, 1975)
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- arbiter of what is true in the knowledge realm of the classroom, the teacher -

is likely also to assume the.role of ultimate authority for social and physical
questions as well, If a child perceives the teacher as the authofity or not the

" - authority in one of these realms, the child equally tends to see the teacher

this way in th§ other realms. Varying the psychology of this drgument
now, let us say that in order for the teacher to accept the child as the

authority, or as an authority to be negotiated with, in any one of these.

realms-—again, matters of the true, the good, and the beautiful—the teacher
must accept the child as an arbiter in the remaining realms. Now let us
relate this discussion to Fuller’s theory of teachers' development. If a
teacher has, perhaps in education courses, been persuaded of the validity
of the child’s own intellectual construction of reality, the teacher cannot

- act effectively on this without corresponding views of the meaning of the

child’s social and physical activity.® The fact that teachers are probably
not and children certainly not conscious of these distinctions in the every-
day running course of tlassroom events does not contradict our basic sup-
position, but rather adds weight to it. In short; an individual tends to look
to some source in an environment, be it self or other, to determine what's
“right” in all matters. : ‘ ' '
Individuals™ judgmgaig_are influenced by environments through both
their pragmatic and their symbolic properties. Individual desks facilitate
certain behaviors and impede others, They also signify that certain behav-
1ors are axpected and others not expected. Each of the three basic condi-
tions of schooling conveys first—initially and most emphatically—the

" message that the teacher is supposed to be in control. The herding of chil- .

dren into social situations in #hich® thel¥ rules do not apply, the external
regulation of their energies, the conventions of knowledge to which they
must submit—all these signal that the teacher is to exercise control. Prag-
matiwally and symbolically, these conditions reinforce one another,® To be
changed significantly, a classroom or school must be impacted physically,

Differences Between Classrooms

The differences in classroom cultwie that appear to be associated
with differences among children are best understood as variations on thé
standard classroom. A gradual accumulation of studies, especially in the
cthnographic mode, is filling in details of these variations.

O O ) Harvey, Misha S, Prather, B, Jack White, and Richard D. Alter, -

“Feachers” Beliet Ssatems and Preschool Atmospheres,” Journal of Educational
Pywchology ST (1966) 17181 :
leremy D Fainn, CFypectations and the Fducational Environment,” Re-
view oot Fducat:ong! Rt‘S’c'(l'( h 42 ( 1972): IR7-410, ¢
Y Sevinour B Sarason, The Culture of the School and the Problem of
Change (Boston. Allyn and Bacon, 1971), £
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Metz* observed classrooms in the upper and lower tracks of three
junior high schools in a city Where it was the policy that a givén teacher

-be assigned to classes at both levels. The academic separation of the’

children was based on prior school achievement, which probably con-
tributed to the fact that it was strongly associated with social class and
ethnic separation—since previous” school experience, not just ability, is

‘reflected” in achicvement. The upper-track students expected school to

influence their growth, and they expected to be treated as junior partners,
¢.. to have their opinions takén seriously, The lower-track students did
not see any justification for performing the tasks of schobl, except that,
as in Herndor's classes, that was “the way it. spozed to be”; ang they

did not have the upper-track® students' sense of proprictorship in the
school. Metz writes:

For teachers dne of the most important aspects of students’ behavior is
the challenges which all classes make as they get to know a teacher and attempt
to establish patterns to their own liking in areas of disagreement. Teachers in
Calon were systematically questioned about these challenges, and all agreed
that Mgy were a fundamental fact of classroom interaction. .

Most agreed that students in Tracks Three and Four posed theirs primarily
through overt phvsical or verhal disorder, while those in Track One and Honors
classes most often test the teauhcre mastery of the subject and related intel-
lectual matters ™

When the children engaged in explicitly proscribed behavior in class,
it wits more boisterous, expressive, and public in the lower tracks and
more private or “snedky” in the upper tracks.® Teachers,, in turn, re-
sponded with different: management and disciplinary techniques in the
upper and lower tracks. The latter children were assigned mdre to in-
dependent routine written tasks, which cut down on the opportunity for
collective interference. Metz speculates that this was also more comfortable
for the children themselves because they were less exposed to public
failure an independent work. The upper-track studenss were engaged in

‘more class discussion. Teachers less often felt they had to countervene

behavior 1n the upper-track classes; and when they did, an academic
strategem - -for example. a question aimed at a napping child—usually
sutliced to restore the expected order. In the lower-track classes, teacher
attempts to quell student mishehavior were harsher, more protracted, and

further removed from the substance of the academic task concerned.

Mets's study strongly suggests an interpretation for the Goodlad and

.

WALy Havwood Metz, “Teachers” Adjustments to Students’ Behavior:
Some Tmpheations tor the Process of Desegregation.” paper presented at Annual
Meeting of Amenican Educational Research Association, Toreiito, Ont., 1978,

7 Ihd ; pp 3-8 i

3% See also Fronees Schwartz, “Continuity and Change in Student Adapta-
ton to One Alternative School: The Transformation of Academic. Behavior™
(Ph.D2. dissertation, Teachers College, Columbia University, 1976).
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Klein finding that, already in the primary grades, disadvantaged children
were asSigned more to seatwork. One could ask, however, whether this
i$ not a constructive adaptation to the children's needs or learning styles.
On the basis of still other studies, we' would argue that in most cases
~it is not. The kind of “independent™ activity that is involved here is
typically associated with low percentages of time engaged in the presumed
task. Granni»™ made ecological observations of second grade classrooms
recommended as exemplars of several different models in Project Follow
Through (the primary grade sequel to Head Start), He found that, across
the models, children tended to be on task only 64 percent of the time
that they spent in those self-paced arithmetic and language arts activitiés
which they had had no part in selecfing, and the materials of which con-
. tained no explicit feedback to confirm the twrrectness of the children’s
operations (an answer card, answers in the margin, manipulative mater-
ials). Time on task dropped to 61 percent if one considered just those
situations where, in addition, the children were discouraged from inter-
acting with one another. In other words, the childten interacted anyway,
and the task materials, furniture arrangements, apd-teacher *“desists”4
conveyed mainly the message that intecaction was not relevant to the task! -
Conversely, the same children—"disadvantiged,” of course—were pro-
grusucly more on task as they gained more control over self-paced activity,
that is, as they could interact. were provided with materials that contained
feedback, and had at least some choice of the specific task they pursued.
However, theseimore consistently learner-controlled conditions were rela-
tively scarce in the self-paced arithmetic and language arts activities—
the seatwork—of most of these classrooms. A variety of other studiest
suggests that inconsistent, let us say “low support,” conditions predominate
in classroom seatwork generally, with correspondingly low percentages of
task engggement. Finally. there is mounting evidence that time engaged
in academic tasks s associdted with achievement in those tasks.4? Thus
low task engagement predicts low achievement, to which we must add
that it 15 Likely to generate, if indeed it does not represent, alienation.
Further aspects of recitation or discussion in classes with children
from ccononie or ethnic minorities are importar! to note. A pattern re-

" Joseph O Granns, *Task Fngagement and the Distribution of Pedagogi-
Lal Controls An Feological Study o [itferently Structured Classroom S;ttmgs b
Curriculiern Inguiry 8 (19731 3-36,

WP Jacob S Kounin, Discipline and Growp Management in Classrooms
(New York Holt. Rinchart & Winston. 1970).

Y For example. Fredenceh JJ0 McDonald, Becinnine Teacher Evaluation
Studs . Phase 11, 197373 Faccutne Suninary Report (Princeton, N.J.: Educa-
tonal Testing Service, 1976

* For example, Charles W Fisher and others, Final Report of the Begin-
nng deacher Eyaluation Stdy Technical Report V-1 (San Francisco: Far West
Laboratory jor Fducation Research and Development, June, 1978).
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, oborted in a variety of studies involves the teacher's asking more concrete

questions of lower-income than of higher-income children. Leacock* ob-
served this pattern in arithmetic, reading, and social studies instruction
In contrasting nner-city clementary school classrooms. Ledcock stresses
the vonsequences of the pattern: the perpetuation of the categories of
thought that control relationships in society and between society and
nature. ™ Smith and Geoffrey shov  how Geoffrey shifted his level of
questioning 1n a social studies lesson from more abstract to more concrete
in order to 9hta.: what he recognized as correct answers from his stu-
dents. ™ Without our denying the socializing effect, this latter explanation,
closer to the classroom, appears to bg very important to attend to.48 It is
intriguing in this connection that Goodlad and Klein found that most of
the children’s answers 1o the guestions teachers asked in primary grade
classrooms were correct. Perhaps one could amend this statement to say-the
answers were accepted by the teachers, thereby including the device by
which o teacher “accepts™ an unwanted or divergent answer in the process
of dismissing 1t as in the California Indians discussion quoted above.
- Obtaining correct answers seems to be central to the use of recitation to
manage d clavy. as much as to develop knowledge and understanding in their
own rizht. Where children hive less access to the knowledge in question
ahead of time, or from their experience, the first tactic appears to be to
obtan the answers from other children in the class, the second tactic to
tower the level of the questioning, and the third to dissolve the discussion in
favor of seatwork,

A number of sociolinguistic studies, especially Boggs, ¥ Philips,** and

Lem ' have valled atiention “to the contrast between the individually -

ornented intecactive stvle of the stundard classroom and the collectively
onented interactions of minority children in their own subcultural settings.
The children in the above-mentioned studies—native Hawaiian, American

4 I feanor B Leacock, Teachung and Learning in City Schools (New York:
Basic Books, Taew)

HNell Keddieo Classroom Knowledge™ in Knowledge and Control. ed.
Michael B D Young of ondon Collier-Macmillan, 1971).

Snuth and Geottres . Complenities.

WSee Tonathan H o Turner, The Structure of Sod tological Theory (Home-
wood THE Dorses Press. 1974, on the guestion of telealogical explanation.

Y Stwephan T Bowes, “The Meaning of Questions and Narratives to
Haw e Childien “an Fanctions of Language. eds. Courtney B. Cazden. Vera
P Jobo and Dell Hymies tNew York s Teachers College Press, 1972).

HSian U Phibips. “Participant: Structures and Communicative Compe-
terve Worm Spromes Chaddren i Commuunity and Classroom,™ in Funetions of
Fancage o cie Clpvoroom. eds Courtney B Cazden, Vera P. John, and Dell
Hymes iNew York Teachers College, 1972).

oy e You Were Talkin® Though, Oh Yes, You Was: Black
Mivrant Chilideen Ther Speech at Home  ad School.” Council on Authropology
and ¥l aon {’ml'h"l'\ 61978y 111

-

Q0



CLASSROOM CUL TURE AND THE PROBLEM OF CONTROL 63

Indian, and migrant American Black—were found to be loathe to com-
pete against one another 1n the presence of an adult authority, spccnﬁcally
in the language game of the standard classroom. Knowirig that if is a
few children who dominate the discussion in most classrooms, one might
relate this observation to the collectivization of subordinate children in
clussrooms generally. Roberts™ analvzed various manifestations of the
problem of conirol in urhan junior high school classrooms. Teachers
tended to conduct question-and-answer sessions or individualized work, in -
neither case utilizing and developing the students' relationships to one
another. Even the relauively rare “group work” observed was used as a
device for funneling correct answers to a teachgr or for pitting one group
against another. Roberts anterpreted the students’ responses as group re-
achons nonetheless:

Structurally, apathetic groups are fragmented assortments of persons united
inone purpose It we can’t be trusted o relate to cach other, we will not relate
to the teacher In contrast to the silence of this covert rejection. the overt
reaction against authority produces a structure consisting of strong subgroups,
cach with one aim: l)utrn\ authority and nullify the structure of one-to-one
interaction with the teacher

In the light of the above discussion, it is interesting to examine the

Oregon (Direct Instruction) Program of Bereiter, Engelmann, and Becker,

which has produced the strongest academic achievement test gains of the
virious programs it Project Follow Through.™ The Program infuses the
traditional classenom recitation and seatwork settings with behavior modifi-
cation practices. The seatwork assignments are called take homes, signify-
g that they will be tahen home afrer they have been completed cor-
rectly - a switch on homework that is often the Occasion for failure at
home. The take homes are programmed. On a given day they can generally
be done in whatever order each child determines, in between recitation
perniods. Otherwise, the tahe home setting resembles the conventional seat-
work setting - The recitations, too, are programmed to produce high rates
of correct responses to yuestions that are concept- and skill-patterned, but
sull single-answer  The recitations involve mass choral chanting. Children
abso reate mdividually on command, but there is no hand waving to be
sclected by the teacher  The behavior of the teacher is prescribed as
Closely as that of the pupils,
Fhe fact that thrde-quarters of the day in these classrooms is allocated
Liruaee arts and anthmetie, coupled with the fact that much of this
time s spent e the relatively on-tash recitation settings, is the simplest

FTovan I Roberts Soenme o e Battle, Growp Behavior in the Clussroom
tNew York Donbleday 19700

“ Ihad PN

"My MO Rennedy. Bindings trom the Follow Through Planned Varia-
ot Sty U B ationad Revearcher T C197%) 311,
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explanatian for the achievement results of the Oregon Program. Apart
from th@uchievement question, the somewhat higher support conditions
in the seatwork setting and the positive cast of the recitations, especially
the u)llc«.mc responding, appear to reduce the disorder and alienation
commonly found in classrooms with minority children. On the other hand,
the Oregon Program’s exclusively standard English orientation rejects the
language of the children’s cultures,™ and its total programming allows
for no dilferentiation amony the children, except in the rate at which
different groups in the classroom progress. i

It is probably ho accident that the highest hchieving program in
Follow Through most closely resembles, and builds upon, the traditional

clissroom,™ lntru.uuy. the teachers Stallings™ had observed implement-
‘ )

ing the Oregon Progdam most in accordance with the model were the
ones who expressed the most dissatisfuction with it' One might speculate
that the model had enabled them to increase control of their classes and
thus to resolve the major concerns of Fuller's initial teaching phase, and
that the teachers then were ready to change toward a more differentiated,
child-onented classroom.

An example of the latter can be understood as a further variani of
the standard classroom. Marshall® reports his struggle to establish a
nonauthontarian disaipline in a sixth grade classroom in an inner-city,
low-income bluck commumity. During a first, turbulent year, the class-
room vawed bach and forth between teacher control from the front of
the room and peer control from the back. Slowly, in second and third
years with new students, o learning stations approach evolved, shaped
almost as much by the students as by the teacher. Marshall summarizes
the major ditferences of the system from the conventional classroom as
tollows: .

I Kads sitan groups spread around the room rather than in rows.
s

2 Worksheets 1nseven subject areas (Math, Enghsh, Social Studies,
Spelling. Creative Writing, General, and Reading) are put in pockets scattered
around the outside ot the room every morning Monday through Thursday.

VoOn these stanon davs, the students are free to move around the room
and do the worksheets inoanv order they like as long as they finish all seven
by the end of the duy -~ |

4 The teacher's role i not one of controlling the class or teaching seven
stibjects tor even one) at the tront of the room, but rather: (a) writing work-

SClTord A HRIL A Review ot the Tanguage Deficit Position: Some
Soviehimastic and Psscholingustic: Perspectives,” IRCD  Buldlein 12 (Fall
1977y 14

O Lane Stallings. * An Implementation Study of Seven Follow Threugh
Maodels tor Fducation.” paper presented at the Amencan Fducational Research
Avocation Annaal Meeting, Chicago, 19743,

'~' “‘hl
Rom Muarshall, Fase and Order o1 Grade 6- I (Boston. Little, Brown and
Co. vt . -
L")
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sheets for seven subjects the night before and running off copies first thing in
the morming: (b) moving around the room during the station time helping
people with the work and anv other problems; (¢) planning other activities
for the remaining part of the day after the stations are. finished; (d) correcting
the stations with the whole class 1n the last hour of the day: and (e) evaluating
progress in the traditional subjects with tests every Friday. ™ *

Marshall’s documentation—students’ writing, sample worksheets, and
photographs of the classroom—shows a high level of adaptation between
teacher and students, for example in the accommodation of concept and
skill instruction to students’ concerns (the reason for writing the work-
sheets the night before they were to be used). Marshall systematically
linked everyday evehts to more general categories of thought. His students
started out behaving no less obstreperously than Herndon's, but in the
«nd their intelligence and sociability were directed more toward educa-
tional goals.

Open classrooms represent a stll greater departure from the con-
ventional classroom, particularly in the wider range of options for activity
they generally give, therr greater use of manipulative materials, and, more
or less following from these conditions, the lesser time they allocate to
academie instruction.”™ Since open classrooms tend to be concentrated in
the primuary grades, a comparison with Marshall’s classroom might be
mappropriate. Theoretically, however, open classrooms are an alternative
at any grade level, What s important to notice here s, first, that they
optimize the possihility of the pupils’, especially younger children’s,
repulanng their interactions through concrate activities. Ross, Zimiles, and
Gersten ™ observed much higher frequencies of interaction, especially
mitrated by children, in nime open classrooms than in four traditional
Classrooms, all of which classrooms were in public schools in lower-
imcome, mner-city nerghborhoods. Similar findings obtained for two *‘de-
velopmental” (Bank Street) and two traditional classrooms in middle-

income schools,

when the content ot the interactons is more closely analyzed, importent
qualitative ditferences ameny the tour groups, are seen. In the classrooms of
the tradinonal groups tor example, a much larger proporuon of all Gives
Intorranon interactions was coneerned with rote and routing behaviors com-
pated o Chisstooms ot the nontradiional groups. In both nontraditonal groups,
too, most of the cogmitive statements were distnibuted among  subcategornies
representing higher level behaviors The proportion of questoning behavior that
dealt with routine inguinies vas highest in the Traditonal Lower group and
fowest in the Deselopmental Muddle group The traditonal groups' expressive
interactions more otten involved expressions of need  (soawal, physical, and

Slbd pp 18R 84
TGrrannsy T sk Eogaeement.”

'Svbvia Ross, Herbert Zimilies, and David Gierstemn, Cluldren's Interac-
fSern o Degeisionagl ound Nontraditional Classroonms (Grand Forks, North
Dakota U niversity o1 North Dakota, 1976).
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task-related), whereas the nontraditional groups had a greafer proportion of.
expression of preferences, of feelings and attitudes, and of concern for others.
The largest ditferences 1n suhcat%ory‘ pajterns occurged in relation to the
category concerned with representational arjd ypmbolic behavior, Virtually all
of the interactions of the two traditional groups involved reading-drill activities,
while the bulk of these behaviors in the Developmental Middle group and a
sizable proportion of those of the Open Lower group included forms of dra-
Qatic and creative expression apd a much wider variety of “experiences in-
volving symbolization .

- L]
Using a questionnire {urvcy of children in two parochidl’ middle
schools in lower-income neighborhoods, one an-open and one a traditional »
school, Franks, Wismer, gnd Dillon*! found that the .open-school children,

‘judged cach other as good or bad students more on the basis of factors

rélated to peer interaction, whereas traditional school children emphasized
conformity to teacher -authority and- de-emphasized attributes important
to peer endeavors. It was also found that the labeling process was rela-
tively rigid an the traditional school, the labels good*and bad being
distributed among a smaller proportion of children than in the open sthool.
Our discussion of the culture of classrooms with minority students
has led us into discussing alternatives to the standard classroom, in part
to demonstrate that “the way it spozed to be™ is not the way it has to be.
However, it could be fateful to ignore students’, and their parents', ideas
of what school is supposed to be. Barth® has chronicled the failure of a
rush mto open education in one inner-city elementary school. Marshall
took great care to arnve at a classroom system that was meaningful to
his students and ther parents. Bernstein,™ particularly, has raised the
question of whether the more “viable™ pedagogy of the traditional class-
room mght not have more curreney for lower-income children than the
reletively “invisible™ pedagoey of the open classroom—though Bernstein's
analysis 15 onented to Brinsh society and cannot easily be translated into
Amencan terms )
Much of what we have wnitten here about, in effect, the classroom's
stereotsping behavior patterns for majority and minority students, applies
to the roles of bovs and aurls i clissrooms. Tee and Kedat™ have spe-
cifically arvued that teachers favor docile behavior in their attempts to

N
“hid | pp 4748

S David D Franks Susan T Wismer, and Stephen Vo Dillon, “Peer Label-
it 1y Open and Tradinonal Schools™ paper presented at Annual Meeting of
the Amencan Fducational Rescarch Assoctation, New Orleans, 1974,

T Roland S Batth. Open Lducation and the American School (New York:
Shockhen 1972 .

“PBasil Berostenn Clasy Codes and Control Vol 1T Towards o Theory of
Dl rienad Tedromiaaon, tf ondon R(\Ul;l:dgl: & ch;m Pawl, reviced ed.

PPate kO Tee and Gota Kedar, Sex Role and Pupil Role in Farly Child-
hood Fducation, " Reverces an Lducatien 10 Canuary-June 1975): 493,
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cope with the crowding of children in the classroom and that- this results
in more positive sanctions for girls’, and, moré ‘hegative for boys', tradi-
tional sex roles. Lightfoor"® has called furthcr attention to the double
jeopardy of young black girls who may learn a more aggressive coping
style outside of school and thus not conform to the norm of girls from
the majority cditure. s

From Goodlad and Klem's study. summarised at the outset of our
chupter, it would be surnused that altgrnatives to the standard classroom
are very scarce, at least by behavioral standards. We have argued, indeed,
that there are reasons o expect them to continue to be scarce. Hawever,
Epstein and McPartland ™ using ‘a_questionnaire”survey of 7,361 students
in the elementary and secondary schools of a county public school system,
did find substantial variation between schools on a measure of what they
called “formal school structural properties of bpenness”: individualization
of instruction, control of student conversation and movement, control of
student assignments, and frequency of supervision of student assignments.
Lhese properties were only slightly associated with the -open plan architec-
ture of some of the schools but might be attributed to the extensive de-
velopmental efforts of the school system in question. ‘The schools did not
ditfer wignificantly on what Epstein and McPartland called “informal open-
ness™ - for example, whether teachers expected originality and personal
opinions in students” clusswork, as opposed 1o close conformity to their
own dyections and ideas: and whether teachers reserved most of the
decision-muaking prerogitives for themselves or extended decision-making
opportunities informally to students, Still, while there was not hmw‘een-
school variation on hformal openness, there was within-school variation
on this measure. Furthermore, the informal properties were strongly
asoctated with nonacadenie student outcomes such as self-reliance and
atitudes toward school, while the formal proporties were found to have
only a small effect on these outcomes. (Academic achievement. was not
affected by either set of properties.) The socioeconomic status of the stu-
dents was controlled in these analyses. .

Reasomng from the lack of differences in informal openness between
the open and traditonal schools, Fpstem and McPartland suggest ‘that
teacher personality mught-have contributed to the within-school differences
wanformal openness. This would bring us back to Fuller's idea of teachers’

,

“Sara Lawrenee Dightfoow, "Soadhizations and Fducation of Young Black
Gty in School”™ Teachers Colleges Record 78 (1976) 0 239.62.

“Jovee U Epstemn and James M McePartland, “Family and School Inter-
acttbhos and Man Ftiects on Affective Qutcomes, Report 235 (Baltunore: The
Jobns Hophins University Center tor Socal Orgamzation of Schools, 1971): and
Liem . " Authony Structures and Stadent Deselopment, Report 2467 (Balti-
more  The Johes Hophins Umisersity Center tor Social Organization of Schools,
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developmental stages and to our realization of the fundamental constralms
on teachers' yielding control over classroom events.

A recent study by Moos" diffcrentiates secondary school classrooms
more broadly than the Epstein and McPartland study and might be taken
as a “state of the art™ example of the measurement of classroom climate.
Moos administered the Classroom Environment Scale (CES) to students
in 200 classrooms from 36 schools. Included were public general high
schools; vocational, private, and alternative high schools; and junior high
schools, The schools were located in a variety of communities on the
East and West coasts of the United States. The CES consist§ of 90-true-
false items which fall into nine different subscales, each oY which measures
students’ perceptions of the emphasis .on one dimension of classroom
climate. An analysis of the students’ responses yielded five distinct clusters
of clussrooms: control oriented (47 classrooms ), changt oriented (44),
afliliation oriented (260, task oriented (47), and competition oriented (32).
Four classrooms could not be located in any cluster. One of the interesting
details of these patterns is that within two of the clusters, affiliatipn
oriented and task oriented, there were two subcelusters, one with an above-
average and the other with a below-average emphasis on teacher control;
while within the competition-oriented cluster, there were three subclusters,
one having an above-average, another an average, and the third a below-
average emphasis on teacher control. Thus variations on control continue
to be central in Moos® more fine-gruined analysis. The competition-
oriented subcluster with average teacher control was further distinguished
from the other two competition subclusters by having a greater than
average emphusis on Cteacher support™ or personal-affective teacher-stu-
dent relationships. Moos Libeled this a “supportive™ competition-oriented

tvpe. s opposed to the “structured” and “unstructured” competition-

oricnted tyvpes of the other two of these subclusters.

Moos also adnunistered a questionnajre asking the students how
satisfied they were with thar school, their class, the other students in the
class. thewr teacher, and ther learning in the cluss. Analyses of variance
were conducted to ascertam the extent to which these five student satisfac-
tion varwbles discriminated among both the five*clusters and the nine
subclusters. Satisfaction with school did Nyt significantly differentiate in
cither analysis However, cach of the other satisfaction variables sig-
nificantly ditferentiated among class types in both sets of analyses. We
notice the parallel to Fpstein and McePartland's findings. The parallel is
seen more specifically in the discussion of what amounts to the within-
school ditferences.

Students in control onented classes were the least satisfied with the class,
the teacher, and the amount of material they were Jearming. A simular pattern

7 Rudolt H Moos, “A Typology of Junior High and High School Class-
roow.” American Fducanonal Research Journal 15 (1978): 53-66.
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' . . !
of results occurred in the structured task oriented classes and, to a somewhat

~lesser extent, in the umstructured competition oriented and afliliation oriented
*classes. Students were relatnvely highly satisfied with the class and the teacher

in dnnovation vriented and supportivercompelition oriented classes, Surprisingly,
students n task orrented (lassrooms telt they werg not learning much actual
material, however, the class milien ma$ have led to hn;.hcr expectations about the
amount theyv should be learning. Finally, students liked each other more in
classes which emphuasized student-student aftiiation. ™

Mooy’ disfussion of these Tindings emphuasizes the discovery of 47

classrooms “almost exclusively nncntcd toward teacher control of student

behavior™ and the finding that students—and teachers—were in general
“more satistied with innovation oriented than with control oriented classes.”

»~ .
)

¢ ‘N

Conclusion ) ,

We began this chapter with the uh\'cr\'uliun‘lhuf classrooms every-
where are different and the same. Our analysis attended first to the
sameness of classrooms, but in these last pages it has recognized more
the ditferences between classrooms, How can classrooms be both same
and ditferent” We supdest that this is largely a matter of point of view.
When classrooms dire compared with other settings, including the alter-
native educatiortal settings that are the reference points for the Goodlad
and Klemn and the Martin Report judgments, they appear. to be more
same than ditferent. When classrooms are compared with themselves, the
judgments implhicitly accept the constriunts of the classroom situation, and
ditferences stemming more from the students’ and the teachers’ styles
become more pronnfient. Moos, in his use of the term “relative™ to char-
acterize dhitferent lesels of student satisfaction and in his diseussion of

the ympertance of structure n-the classroom, recognizes the boundaries

of the classroom situgtion, *

Jhe tinding of ditferences does not diminish 1he need o explore
alte rn tives o the clascroom. Our an: tlysis of the classroom situation has
nade us rthore aware of how far-reaching alternatives to the classroom

nueht have to bean order to develop fundamentally different educational

possibilities. romay be that the most sigmticant changes in classrooms
would be possible only 1t the basie conditions of  schooling —again we
mean the puptl-teacher ratio, the fixed time frame, and academic testing—
were soaltered thar the standard :Saumnm simply would not work. This
v a different wany of rendenng the conclusions reached by Goodlad and
Kieta and the Marun Report. One wonders what effect a new under-
stamding ot these things will have upon education.

“lhud | I\ i)
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. ¢ Section Two.
. SomeAspects of
S Curriculum Theory -

THE NEX1 FOUR CHAPTERS deal with curriculum theory.' Our
purpose inincluding, this section is to indicate that considered action must
be based on theory. If the difference between professional teachers and
amateur teachers is. as is said in one of the chapters, that professional
teachers have not only a theory of subject matter but also a theory about
the student. then the difference between professjonal ant amateur curric-
ulum workers 1s that te professionals have some theories about the work
they do. the way they talk, and the be.ic concepts they employ.

First we Consider how curriculum s written and talked about. Walker
ldohs at the forms the writing takes. In a somewhat wry statement, he
distinguishes between the popular and the serious writing and offers
rgaders ways of making the distinctions for themselves. Foshay deals with

- mietaphors that control vurriculum thought and action. Offering several

mgtaphors for students - (some unpleasant) and some metaphors for
schools, he argues that in the dc[rcc that we are in control of the
metaphors we unconsciously use, we may penetrate the language of our
tield.

In chapter 6 Connelly and Elbaz take us through a somewhat in-
formal account of what they have learned about the curriculum in the
course of years of reading, writing, acting, and thinking. Theirs is an
attemptito rise above the usual curriculum theorizing to a human level
that .t”n»\, for uncertunties, achnowledges inconsistencies and weaknesses,

and offers hope.

Geneva Gay presents a definitive account of the conceptual models
of the curnculune-plannig process. If one will but recognize that curric-
ulum workers are in the business of modifying, or changing, the function-
g of the curnicutum, then the avinlable models for this process are basic
to a theary of curniculum action,
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- A Barnstorming Tour of

Writing on Curriculum
Decker F, Walker

THERE ARE the curriculum materials themselves, of course.
Teachers” guides, textbooks, syllubi, courses of study, scope and sequence
charts. and the like. . :

Andthen there are books and articles about ‘the curriculum. Text-
books for curriculum courses, like Tyler;! Taba;? Smith, Stanley and Shores;?
or Saylor and Alexander;! and so on. Books onghis or that inhovation—
the*nongraded-school, individualized instructiofi; inquiry approaches to the
social studies, multicultural education, and the like. Articles urging us to
adopt this or that new or old practice. Articles analyzing this or that
development. _ .

And, finally. there is writing about the writing about curriculum. Most
of what is called curriculum theory is writing about writing about curricu-
lum. So are most histories of the curticulum field or of curriculum thought.
Philosophical analyses of key terms used in curriculum writing fall into
this category. And reviews of research. In fact, most of the writing for
academic presses and journdls olcurriculum is writing abgut writing about
curriculunt. You are reading an ekample now.,

There's another helpful distinction. Writing of the types just de-
scribed s about the (or ¢) curriculum, about the actual program of studies
or plans for it. Other writing is about related processcs-——curriculum de-
velopment, organization, management, evaluation, the [policies” of cur-
niculum making, and so on.

"Ralph W. Tyler, Basic Principles of Curriculum and Instructign (Chicago:
University ot Chicago Press, 1950),

*Hilda Taba, Curriculum Development: Theory and Practicé (New York:
Harcourt, Brace, and World, 1962),

B Othanel Snuth, Willam 0. Stanley, and J. Harlen Shores, Fundamen-
tals ot Curniculum Development (New York: Harcourt, Brace, and World,
1950)

41 Galen Saylor and William M. Alexander, Curriculum Pianning (New
Yotk Rinchart and Company, 1954).
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Once again, we can distinguish writing that is part and parcel of these
: processes—-such as tests, policy statements, management plans, and so :
= on --from writing about the processes ‘and from writing about this writing. :
We have just completeyd a hehtning, jetsspeed tour of writing on cur-
rictlum. You now have g)u;h e of the main features of the existing
Iiterature. What follows v o more leisurely, up-close tour. If our super-
quich tour has given a view from a jet, the upcoming one gives the view
from an open-cochpit two-sealer hopping from field to field—a barnstorm-
ing tour. :

. Curriculum Documents

Curriculum documents are the writings teachers and students use.
Included are schoolbooks, workbooks, teaching wds of various kinds, tests,
teachers’ gurdes and teachers' editions of textbooks, courses of study,
syllabi, district or state curnicuium guides, and the what-do-1-do- Monday?

v writng i publications tor teachers. The associated processes include those
m which these materiais are ereated; seleceed for use; used, not used, or
nusused, ds wed as 2ae processes by which the materials have their effects
on teachers and studentss Vanous documents are abo produced during
these processes agenda and working papers of writing teams; guidelines '
and criterin for materwals selection: memoranda, guidelines, and plans for
U e adapt o e U maternals seiected; the woitten materials teachers
dstribute o studenis to explam how the published material should be
usca, and ever os alwation reports,

Al these tvpes o documents e an integral part of the curriculum
dettoecadhized s practices or ol the progesses leading to its realization,
or bath  They wres i some sense, the curniculum; part of it at any rate,
Fhe writing of these documents oy the witing of curnicuiym,

Curr.uium documenss such as these are written artifacts, tangible
faees ub e cherw, o evaneseent thoughts aed actions that constitute the
curnculum i practice They aie prodoced b specialints i educanon, in
writing, i test construction. and the the by professionais rather than by
Livpeople. They are also normally read and used by protessionals: lay-
people cother than studentsy seldony are an intended audience. The ma-
ternabs are produced in publishing houses, i district offices, and in the
teacher’s chassroom or study.

Docunients produced for a mass audience, such as textbooks and
tests, are generally laboged over for years by a large statf of writers and
speciabinty Documents produced locally, are, by contrast, usually products
of a few weeks or months of part-time work by teachers and school ad-
mestrators, they are documents produced in g ogreat hurry, almost off-
the-cutf in some cases € Lhis s not to say that the mass-produced materials
are necessarthy better. A single teacher with a good idea may produce
documents worth many menths of labor by specialists working on faulty
damptions )
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The problems faced by writers of curriculum documents include:

. How to attain sufficient clarity and specificity so that those who
are supposed to be instructed by the document know exactly what they

_are hcmg, advised to do;

How to make the document easy to consult, attractive, and help-
ful so that it wall be used; : '
3. How 1o allow for the variety of settings, personalities, and cir-
cumistances for which the document is intended;
4. How to muaintain thes widest possible acceptability so that the
document’s guidelines will be followed in the school or community.

These problems make the writing of curriculum documents a special
and ditticult craft. To do it well requires a high level of writing skill in
addition to a thorough famuliarity with the content to be presented and the
educative processes dssociated with it. Some curriculum textbooks have
Lh.lptcrs devoted to preparing courses of study. But the amount written
about the craft of writing,curriculum documents is quite small compared,
sav. with what has been written about the more specific art of stating be-
havioral objectives. Here, perhaps, is an opportunity for professional im-
provement in the conning years,

The general or casual reader ofeducational literature would have
o make a specral effort to come in contact with curriculum documents.
Fextboohs and other privately published documents are freely available,
of course. However, they are not normally sold to individuals, libraries
almost never stock them, and so someone not ¢losely connected with
schools may have difticults obtaming them. But documents produced by
schools and school districts are unmanageably difticult for a layperson to
obtam and to mterpret. There are so many of them. They are so varied
i ttle, format, content, and quality, They originite in so many ways, and
their irue ongin is often unknown because they are routinely attributed
to the supenntendent i many cases! Even when these local documents are
available, it would be ditticult for any person outside the local situation
to judee their serviceabihity because they are intended for use in a par-
teular comext and must be judged for their usefulness in that context.

In short. for anyone except those (professionals, usually) directly
concernied with them, curricglum documents—especially locally produced
ones  resist casual inspection and informal assessment. Nevertheless, in
one sense. at least, locally produced curriculum documents are more im-
portant than any other sort of writing about the curriculum. They are
more cdosely bound up with the actuah people and events that constitute
the curriculum in practice. that produce whatever tangible effects a cur-
nvulum has on students and. through them, on civilization,

Simply to summarize the current state of local publications would
requite a tesearch study, with a scientific sampling design and formal
methods of ainterpretation. Most persons interested in curriculum, how-

5t
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ever, would not be so much concerned with typical practice as with the
best or most mnovative practice. It is preciscly here that the difficulties
of a scattered and largely fugitive literature become most: frustrating. How
are we to know what 1s most interesting unless We are mgnitoring the com-
plete body of speh writing® And whoe can manage this’

The result of this frustratung situation is the fornfation of informal
networks among edudators. Word gets around that thid district has done
a fantastic job with K -12 language arts sequencing, thdt that one has an
excellent set of behavioral objectives for elementary mathematics instruc-
ton, and that ovgr there they have a beautifully crafted poetry teaching
guide. v _ )

Some muodest attempts afe being made to sift through the mass of
focai pubjications and bring some of them to wider attention. ASCD has
a large digplay of such iiems at each annual conference and publishes a
directory which can be purchased separately.® A more ambitious venture
has been undertahen by Fearon-Pitman  Publishers. They produce the
Cufnculum Deselopment Library." which consists of hundreds of curricu-
lum guides on mucrotiche pius a seven-volume index.

Individuals and orgamizations will continue to want to sift through
locally producad docunients for specitic purposes of research or practical

Sy, and some of these results will and should be published to a wider

audience. .

Writing Aboui (‘urrigulum: Primary Literature of Curriculum

Fhe Tterature of widesi aterest and greatest appeal, the writing most
widely published: the wrnting on curriculum that the layperson is most
Bhely to un aeross s writing whont it or the processes associated with it.

Fustand toremost, this type of writing is about what is wrong with
the curtculum and what we should do about it. “The curriculum is de-
ferent i e way L theretore we should make thar change.” “If we are to
Pultil e poat ot the American dream, we must have that curriculum
chanee ™ “Here s what's happening in education todav: get on the band-
waran O mare swaibthv "Sinee education is a nfatter of ————, the
cutnicalum should be ke thar”” “Students learn this way: therefore the
curiculum should ook thar way.™ “Muodern life is like rhis; the curricu-
lum. theretores should be Bike rthar.” Both writing intended for profes-
sienabsand wontme mtended for laypeople t.lk; these forms,

Fasentgdhy these wn s are calls to action, exhortations, urgings,
speratives  ustiticd and unjustitied. basic and refined. rational and emo-

“Forevample Coorocalon Matenah 1979, Fxhibit of Curriculum Materials
at the Sdth ASCD Anoaal Conterence. Detrant, Michigan, March 3-7. 1979,
NTO0 prepud rom Assocation tor Supervision and Curriculum Development,
25N Wohmenn St Nvandna, Va 22304,

Corcndoom Doveicsment Libiary Fearon-Pitman Publishers, 6 Davis
Drive Belmont Calit 93002 New matenials are added annually,
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tional. The problem to which most literature about the curriculum is
addressed is how to improve or reform curriculum. Writing which fails
& address this problem seems somehow unsatisfying, perhaps even irrele-
vant. We read it and wonder what we are supposed to do about these
things we've read. ‘

The ultimate measure of the success of this,sort of writing, 1 suppose,
is the magnitude of its effect on the actual curricula offered in schools.
But this indicator is not available; we do not know what thanges are taking
place in school curriculu—except in a vague, general sense—-—and so we
are, hardly able to tell what has produced those changes.

One. proximate indicator of success is the popularity of the writing—
sales of books, numbers of articles published jn professional journals or
magazines of general circulation, and so on, By this measure, the' most '
successful writing about curriculum treats popular innovattons. In some
cases these are primarily professional enthusiasms—individualization,
competency-based education, behavioral ob]ecuves for example. In other
cases the reform’s main impetus comes from the lay community—career
cducation, . busic education three Rs/back to basics, and accountability
are recent examples. Sometimes the innovation is a specific practice or
program; but more usually the really hot and long-lasting reform move-
ments center on a broad, vaguely delineated philosophy, point of view, er
orientation, such as open education, bilingual education, career education,
basic education, or community-based education.

From an academic or intellectual point of view, this literature is a
very mixed bag. Although some of the seminal writing on any of these
reforms 15, thoughtful, well considered, well argued, and based upon an
expheit, worked-out set of ideas, much of the great flood of writing on any
popular reform is just bad rhetoric. It is one-sided. superficial, long on
enthusiasm but short on thought. It cannot be:taken seriously as profes-
sional inquiry. as a contribution to knowledge® or understanding of edu-
cation. But it nevertheless serves a vital professiopal function: it helps
tor shape the beliets and opinions of those who determine the curriculum.
And since m our schools the curriculum is shaped by both professional
and lay opimon, the most successful reform literature is directed at Both
audienges. .

It we choose a different proximate indicator of the impact of writing
about the curncalum, ditferent wri'ting emerges as successful. Suppose, for
cxample, we assume that the influence of a work over a long time period
v a4 good indicator of its ultimate impact. Then works by more serious
writers rise to the top of the list, and the wave of writing on on~e-popular
mnovations sinks near the level of yesterday's news. The works of Plato,
Anstotle, Locke, Rousseau, and Dewey continue to be read and to influ-
ence thought and action in innumerable, barely perceptible ways hundreds
of years after their nublication. On a less grand scale, works by Montessori,
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Lhorndihe, Kalpatnich, Rugg, Counts, and Taba continue to be read and
wsed by professional educators, even though they may have been largely
forpatten by the generai public. And among writers still astive, someteon-
toue to mahe important contributions year after year regardless of the
handwacon currently attracting most attention. ¢ Any mention of persons
st active 1s sare 1o be controversiad, but any such list would surely include
such distingushed semor igures as “Tyvler, Bloom, Foshay, B, Q. Smith
B:ouds, and Schwab ) .

Dins Dterature s more sostematic, more aceeptable in scholarly
e, more penetrating, and eften mare onginal than all but the very
best ot the tncrature devoted to any specitic reform. It, too, is directed
toward the question of what to do. but in very ditferent ways. Instead of
cxBartations, one s reasoned argument appealing to evidence: one finds
coutiterarsuments and chiims agamst the proposed mnovation considered
serotsh ene tinds strenuous efforts o discover fundamental considera-
tons of great weaght that would, properly epplied, help decide the merits
ot the proposead imnovaton,

But e npe of wnung, as distinguished s it is, is not without its
shortcom nes s nigor and thoroughness make it unsaitable as a steady
diet tor the nulhions ot teachers who must be reached in some way by
writine 4hout the curncuium More popuiar trea ments are essential, ever
Hooeor must sometimes Be osacriticed. Scholarly writings may set forth a
Basio Bne ot approach by means of which day-to-day practical problems
of educatne may be addressed and solved  but many pres.ng probiems
Wit necessaniv not be treated So more detailed treatments, elaborations,
eviensaons tooother problems, and examples of putting these ideas into
praciee wadlaiw ivs be necessary. The task of persuasion will also always
Beonecessany For ol diese reasons, purely scholarly works are never
sallont traatiments of curnculum problenis, :

i utthermore, scholarly writing has a tendeney to wander from the
cractod poant at eeues never to return, The best educational scholarship

cochies b from the terms of the prectcal preblem mto various fields
4aowiedee phitsophy psyehology, social seiences, and content tields,
I* cevuras to the problem with some terms or ideas that advance our think-
e o the oraal e, evenaf the advancee is to gues.ion the importance
ottt seues how at was posed. or whether 1t s really an issue at all. If
i s scholarh wiiing made the return trip safely, all would be well.
Poosrerarn gy o dethicudt thoweh, espeanadly tor sehaolars not fanuhar with
oot oas and current practuces of education. The world of pure knowl-
aee s iovely oo scholar Toas tempting to tarry there, Meanwhile, those

Coracdt abeus whae o dooare frustrated by discussions that lead them to
oot cdeas windh are relevant to the resolution of some issues, but
weo g e scuss vonrete tesolutions, Even worse, these readers may
Lo ot b speaialized scholarly discussion that makes recommenda-

~asnd oundly on good scholarship in one diseipline but all too often
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reflects superficial comprehension of practical realities. And so scholars
need help from those they serve, especially from informed practitioners
and pohicymahers.

Both popular_and scholarly writing are ncucssary and potenually
mutually corrective in whting about curriculum, What we need from the
entire corpus of work s a thorough consideration of possible courses of
action. Writing about the curriculum should help us act better, more
wisely, more 1 tune with our highest values. The us to be helped includes
a wide vanety of persons who play many roles and who take part in cur-
nculum deaisions and shape the climate of opinion that influences these
decisions. So-ditferent types of writing will be needed for the differeng
audiences. We must also expect the writing to reflect a variety of opinions
and paints of view.,

What we need. e tact, s a dialogue, a communal discussion, de-
Lberation extended i space and time to include the many writers and
teaders who participate i realizing the, curriculum. Joseph Schwab has
articulated this view antus “practical: papers.” 7 His ideas suggest that the
major need iy tor d closer relation between language and action. Action is
beiny taken on curnculum matters nearly every day in localitiésaround the
vaumtny e state capitols and in many regional and national agencies.
For the most part. thes action is accompanied by some sort of distyssion
ob what should be done. But this discussion is more often than not desul-

“tory, abbreviated. superticial. It includes an extremely restricted set of

consilerations. These madequacies stem from structural characteristics.
ol the discussions more than from the abilitics and inclinations of the
people imvolved . Ways must be found to make g time and place on a.
teealar base. tor searching exanunation of the merits of actions. Incentives
mus~t be butlt m to reward thorough, careful, good deliberation. These
structural mnovations will have to be substituted for current procedures
o budt o revised versions, Perhaps the. paradigm case of generally
madequate dehiberation s the selection of textbooks. .
Meantune, i scholarly journals, the ideas that need to be brought to
bear on the practical decisions and actions may be found oxptessed in an
abstract torm by scholars who rarely, if ever, becoae involved in the action
they chom ther adeas should guide. Perhaps a series of critical reviews
could be arranged so that scholars and concerne knowledgeable experts
of vanous hinds coul ! have the chance to assess the various proposed
altermatives. This process could be supplemernited by trials in classrooms
and vntcal resiews by teachers, possibly teachers elected by their peers.
Certamldy, parents and the public’s representatives, the board of education,
should he .n\wl\ul Some er\un\ might even be commissioned to repre-
sent the students” noint of view, Then the curriculum committee could
dratt o public statement of the prt)s and cons of each alternative, as the

“J L Schwab, “The Practical: A Language for Curriculum™ ( Washington,
DO Nanonal Fducstion Asociation, 1969,
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comnuttee «aw them n bght of input from the various sources, to accom-
pany the comnuttee's recommended decision.

What s deseribed above s only one hy pothetical example. There are
many other mportant curnculum- decisions, and no one all-purpose pro-
cedure can be found. Consideration of vanous institutional mechanisns
tormmprgving the discourse that gecompaniés curricular action should be
@ hugh prionty for our professional associations in the coming years.

In addition, the umversities and the scholars have an obligation to
brine their work into closer relation to the realities of schooling, The
scholarly books and articles need to show continaous evidence of attention
to real school problems  The implications of ideas for practice need to
be: prommently featured, not just appended. The research needs to be
better attuned to the heeds of those who must make decisions,

Tames Hessler,™ i a recent tissertation at Stanford, studied the litera-
ture onindividualizanon of education in journals over the past S0 years,
He tound that i some 252 articles, the average pereentage of citations
ob empinical evidence Tother than logie or the author's personal experience
oropmion) was 32 percent, compared with nearly 80 pereent in a com-
parien group ot articles from the field of medicine: Arguments given for
mdividuabization ounumbered arguments against it by nine to one. Among
the anncdes published in s pentod, he found a few that seemed to be
quite Biotough. careful, considered treatments of the pros and cons of
mdeedualizinon, but these few articles were hot more cited or used than
the muiss of 1y that were more superfieral. This situation contrasted
rather sharply: with the body of professional literature that he used as a
compatison the medical terature on the heart bypass operation, a con-
troversl sureical procedure for severe heart disease. He also found one-
wdedness and superticiality i much of the medical literature. but not
nearly tothe same depree

Beducanion aspires o the status of a profession. it must adopt the
provedure ot protession * Careful, unbiased consideration of alternative
courses obaction with w tull comprehension of both the pros and the in-
cvitable cons of all actions 18 characteristic of good professional practice,
Wald bandwagon enthusism and unguestioned rehiance on global models
metead of reatment oF each cise are not. The next decade could well be
critical o determunme. whether curriculum moves further toward pro-
tesstonalisny, or . what?

Writing About Curriculum Writing: Metatheory and Criticism

When writers wnite for themselves, they often write about writing,
What others have wrnitten, as much as what others have done, calls out for

TLames Hesslero “The Content of Argumaonts in Individualization of In
dtracnon”™ (Ph D dissertation: Stantord University, September, 1977).

"Arthur W boshav, The Protesaonal as Fducator (New York: Teachers
Collewe fre, (973
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response. It s only actions deseribed or interpreted in some way that are
scessible to Linguage and diséursive thought. Views must be expressed
before they can be consdered and discussed.

When a writer comments on specifies of another s riting, the result
v erteism, When a writer builds o more abstract set of ideas that logically
encompasses the deas aincanc.her’s work, the result is metatheory. Both
cntwnm and metatheory are essential to an informed and sophisticated
body of discourse about any subject. Both are in part a matter of attending
to one’s tools of thought They are also in part a matter of testing through
argum.nt the relative adequacy of contending views. And they are forms
of persuasion, means of attacking and defending competing value positions
or even competing wdeologies Both cnitcism and metatheory can disclose
mplications and assumpuons that would otherwise remain tacit in the
wivs we tilk ahout and anterpret curnculum matters to one another and
to Gurselves

Phe most direct form of wrinng about writing gives attention to the
message atself, to what the wniting savs. to the substantial claims and
asertions made  This tope of wrting ranges from letters to the editor to
swholurlv reviews of iterature Obviously we are here concerned more
withosertous responses which often take the form of books or articles whose
writing was stunulated by other books or articles. I this sense. any writing
with . bibhiography is 1o some entent a response to others’ writirg. The
most direct re ponses  reviews of researdh, ‘ntegrative’scholarship. reflec-
tve essays or “think preces”  are vital hinks 1 3 chain of dialogue that is
self entical aned seli-improvimg For example, the detailed, in-depth criti-
vistmeob concepts and weas tound i Pawchological Concepts in Fducation®
can bevatal help i strenethening the foundations which maost practitioners
Candd. For that matter. scholars addressing other curriculum  questions)
Are much toa busy o exanune at all thore bty The debate that appears
- professional journals, weitten by practic ¢ curriculum people, is also
essential toanformed practice Tt a form of putting our professional heads
together  obviously a central professional tisk. '

Muore generailv, but less directly, wnting about curriculum writing
nuas aitend e asumptions ond mmpheations of what was explicitly stated.
Often this means attertion o the social and political values implicit in the
witing. The wnting of Michael Apple' and of the authors represented in
MOF D Youne's Keowledge and Control™ illustrates the outstanding
recent work that has been done in this vemn. In the domain of personal
values, the volume edittd by Walham Pinar, Curniculion Theorizing: The

.

P Paul B Konusar and C 108 Maenullon. eds . Psvehologic al Cone cbn
in Fdiecation ¢Chicapo Rand MoNally & Co L 1967)

UMIchael W Apnle c The Hidden Curnculum and the Nature »f Con-
et Interchane- 2 (1971 2740,

UMichael D Young, ed. Knowledge and Control (London: Collier-
“Macoullan, 1971,
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. Reconceptualists." illustrates the flood of recent work, much of it extrcmdy
o thoughtful and thought-provoking. . .
Attending to assumptions of- what was cxphutly stated can also mean
identifying busic, underlying orientations. The conflicting conceptions of
curriculum identified by Eisner and Vallance'® in their book of that name
— illustrate this type of work, an important staple of writing about curriculum
. writing, And this kind of writing can mean analysis of the language used
in the wrmng,. as\in the volunie I’swlmlngual Concepts in Fducation.
- Finally, some writing about writing in curriculum is devoted to reflexive
inquiry into the field itself. Such writing asks questions like: What should
curriculum specialists study and write about? Is a science of curriculum
making possible? What is the role of the arts in curriculum thought" Is
curriculum plinning inherently a moral activity or can it sometimes be
. strictly technicul? On what ideas or what disciplines should the curriculum
ficld be based? What is the present condition of the curriculum field and
where is it heading? Examples are: Eisner,'? Goodlad,"’ Huebner,'" .
Schwab. 1
Writing logical and critical an.nl)scs of the work of those who id:ntify
“themselves with a field is an important function. It is a vital part of healthy
self-exanunation. Without it ficlds' would not adapt and develop with
changing conditions. The d.mgcr of preciousness—of in-groupness and of
flight from the primary probler: aZof the field —is always present, however.c
The audience for this type of writing is, after all, small. And member; of
the audience are also contributors to the writing, so the potential for
domestic squakbles s great. When such writing is carried to excess so that -,
the primary problems are lost sight of and writing becomes excessively and
obsessively self-conscious, something is wrong with the field and corrective
action s called for. But too often the attempt to determine what corrective
action oy needed draws sull further energy into writing about writing, If
such o vicwous arcle closes, a tield may find itself moribund, as Schwab!® .
has argued in the case of the curriculum field. But the circle can always be M
broken by creative attention to the primary problems.

-

U William Pinar. ed . Curricalum Theorizimg: The Rumu«pmah\zs (Ber- .
keley. Calit @ McCutchan Publishing Corp., 1975) : .

¥ ot l isner and Flizabeth Vallance, Conflicting Canceptions of ('um-
culum (Berkelev. Calit - McCutchan Publishing Corp., 1974).

Y Elhot W Fisfer, “Sources for o Foundation for the Iuld in Confront-
ing Currtculum Retord ( Boston 1 ittle, Brown and Company. 1970).

W11 Goodlad, “The Curriculum: A Janus Look.” The Record 70 (1968)
95-107,

¥ Dwavne Huebner, “Curniculum as a Field of Study.™ in Precedents and
Promuoe an the Curriculume Field, ed Helen M. Robison ( New York: Teachers
College Press. 1966y pp 94112

B Schwab, “The Practical.™ -
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+ Conclusion _ . L

*Our barnstornming tour of curriculuny writing has revealed an extremety
varted pattern. Curricutum s clearly an iffy subject. It bglpngs to Aristotle’s
“region of the many and the sg:rmhlc-“ where certain knewledge is not
possible, only opimione--muluple and various, more or less considered,
mere ot less.adequate. but never clearly true or false. The overall picture
of currfeulum writing today looks much like Nictzsche's characterization of
his ownltield, plology: “mixed together ke a magic potion frgm the .
most outlindich iguors, ores, and bones.” Technical pieces, scholarship;
. rhetone, news, comment, exposes, editorials, ideological diatribes, political
broadsides, sales pitches- -virtually every form of discourse imaginable-—
crculate among the most diverse audiences for the greatest magmabl; .
vanety of purposes and on practically any occasion, -
. - The overall mmpression is certainly not of a disciplined body of
knowledge or of 4 profession based upon such @ vody of knowledge. If the
curniculum tield 1 o tield, 1t is a field of problems, problems so divergent
that no coherent body of knowleage can be singled out as uniquely appro-
p-nuile tooinerr resofuton, Practically everything known to humanity i
relevant, pnportantly so, to the resolution of ome curticulum problem.
Lhe activity of those who work on curriculum problems is not and could
not bhe dominated by a4 ughtly knit body of experts in some foundational
study or disciphing The nature of the problems does not permit a hier-
archical orgamization of the knowledge bearing upe < them.,
For me, the field resembles a gigantic markeplace of ideas and
"< proposals T see workshops where specialized craftspeople are quietly turn-

J g out usetul tthey hope, anyway) gadgets and modestly putting them
on display T see bookstalls where scholarly types are intently discussing
the contents of books they almost don’t want to sell. T hear vendors hawk-
iy therr wares and vans with loudspeikers calling people to rallies. 1 see
dimly it cabarets where plots are being seeretly made to overtrow the 5
donunant powers as well as sumptuous clubs avhere the powerful casually -
discins how thes should exercise their obviously justly endowed powers.

Curnculum wnting seems to me to be a shice of public life itself. It
isas nch and vaned as that hfe, and as contused and confusing. It can be
deseribed, its pulse can be tahen, i course can be predicted with more

. wr fess avctracy . but it ressts our efforts to reduce it to an orderly, stable
pattern. After vears of near-despair, T am now content™with this state of
atfas Robert Frost expresses my own attitude far better than 1 could:

Farth's the right place for love,
I don’t know where at's likely to go better,
A nich ¢o tusion s the nght state for curriculum wmml, I don’t know
« how it would do better.
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1715 SCARCEI'Y RECOGNIZED that the way we talk and think has
a controlling effect on our action. Behind our manifest language is meta-
phor, which carries latent meanings to events, Behind our action is also
theory about the domain of action. The difference between professional
teachers and amateur teachers, for example. is that professional teachers
act on a theory chowever incomplete) of the learner in interaction with
subject matteér, but amateur teachers have only a theory of the subject
matter. One difference between thoughtful curriculum people and those
who are superticially controlled by the popular press is that the thoughtful
ones use language with care for its latent meanings.
Here. we shall examine-a number of metaphors that appear commonly
i talk about the curniculum. We shall try to show that each of them is true
In some sense, but that none of them is sufficiently true to guide us—nor
are all of them, collectively, adequate to wur tasks. We shall also consider
some things curriculum people don’t talk about much, but ought to. .
First let us explore, briefly, the way metaphors work. Behind every
word we use is a history that continues to influence its meaning,” at one
level or another. The word curfew, for examjle, once meant that it was
time to cover the tire for thegmight. It is still associated with the night,
and it continues to mean that the day's activity shall come to an end. A
Kindergarten was a garden where children grew. The idea that children
grow and develop like flowers is deeply buricd in today's kindergarten. It
wis not always thus. These unrecognized latent meanings are what we shall
explore here, for 1t is the substratum of meaning that leads to whatever
stvle a curriculum worker creates as he or she speaks and writes. Much
of the nidicule directed at educational writing arises justly from ridiculous
latent meanings.
) We say that professional teachers have a theory of the learner. Let us =
remember that the hundred-year-old systematic study of children has not
vet fully revealed them to us; in so remembering, let us acknowledge that .
we fillin the gaps in our knowledge with metaphors about children.
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Metaphors About Children

The Child as Flower

The most popular metaphor among current clementary teachers is
that the child 1s a “flower, to be nurtured so that its potentialities may
blossom. This metaphor, most would s’a; has its origin in Rousseau’s
Emule. Rousseau believed that everything a child could become was present
in childhood and that, ke a growing plant, all the child needed was
nourishment. Like others during his century, Rousseau believed,that if we
would only stop interfering with the state of nature, things woyfd be ideal.
Wordsworth, following Rousseau, thought of little children “trailing clouds
of glory™—i.c., that they came from heaven and were potentially angelic.
The direct implication of the child as flower is that teachers should guide
them as Iittle as possible—that left to themselves children would develop
ideally, that the natural wisdom of childhood is a suflicient guide for
education. Hence deschooling, child-centered school, and in certain respects
both Summerhill and the open school came to be. _

The ditliculty wih this metaphor is that it does not allow elther for
guidance from elders (hence it denies the validity of adult experience) or
for dehiberation by g#nwing children. An impulse is as valuable as a thought,
as the appropriately named “flower children™ of “the sixties scemed to
believe. The hazard s thut education would be governed by the whims of
children, and everyone hnows that a child has a whim of iron.

The advantage of the metaphor is that it encourages whatever poten-
tial strengths children have to show themselves. There is such a thing as
mitural development. of course; it includes much that no oane under.tands.

The Child as Nigger

Fhis metaphor s as harsh as one can imagine. A nigger is one without
rights. without status as a fellow human being. To be a nigger is to be
cruelly stereotyped, ultimately, to be treated as property—as a slave. Are
children ever viewed this way?

The old whida rasa notion is such u view. Teachers who think toat
a child anows only what the teacher has taught conform to this cruel view,
Old-fashwned military training acted on this metaphor. In many schools,
children are disciphined without appeal; they have no rights, nor is there
any appeal to their reason since the metaphor denies that they have reason.

One anterpretation of conditioning theory proceeds from this ugly
metaphor. Those teaching methods that proce#d on a strict, rather brutal
reward-punishment basis arise from the idea that the child is more like a
preeon than a human being. Ultimately, the child is a nigger.

The metaphor as violent, and it breeds violence. Children accept the
implications of the metaphors they are subjected to. Chiidren as niggers
are treated violently, and they come to believe that violence is the namd

¢f the game. Hence the brutality of the social relationships of such
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children; hence their slavish dependence on the teacher for approval and
legitimacy: hence their unchallenged belief, in later years, that at root we
are more like animals than like human beings.

" The Child as Enemy

Y We have spoken of metaphors that carry latent meanings. One of those
most thoroughly concealed from the general consciousness is that the child
is an encmy, to be overcome. The metaphor is cdoncealed in the military
lingo that has become common recently: “objectives,” “strategies,” “target
populations,” “mdnenvers,” and the others; we “attack problems.” In'war,
the intent is to overcome the enemy. Without an enemy, there is no action.
The latent view of children in this language is that they are an enemy to be

“overcome. It s presumed that they.will fight back as best they can, and
_the teacher's “strategies™ are intended {o defeat them so that their inherent
resistance will come to an end. Like an infuntry team, everyone is to obey
the demands of the “objectives,” totally rejecting all distractions,

On the other hand, the military metaphor reminds us of the desirability
of clean orgamization to achieve whatever purposes are intended and espe-
crally of the need for clear-cut purposes. The teacher who takes a pleasing
clissroom process as sutlicient runs the risk of “building a superhighway
to, nowhere,”™ in Kutt-Lewin's phrase. While purposes will emerge out of
activity, and some consequences of rich learning activity cannot be antici-
pated. the current vogue of “objectives™ has the desirable effect of leading
peaple to plan as much as they can, '

The Child as Cog ‘ -

if one takes a school to be a smooth-running machine, then the various
parts must perform their separate functions efficiently, dependably, and
accurately. Fach part derives its meaning from its relations with the other
parts. No cog has nicaning of itself, but the whole muchine stops if any of
the cops nialfunction.

The hierarchical school structure encourages this metaphor, a meta-
phor buried deep in the system and rarely if ever used overtly. It comes
closest to thessurface in a sort of teamwork view: you do your part, and |
I'll do mine. The idea of independent development is lost in such
a view, which has its greatest effect, perhaps, on one’s view of the teacher’s
tash. If hoth ¢hild and teacher are cops, then neither is responsible for
the other. The teacher lays out the subject matter, and the child works
with it The possibility of personal refationships as a part of the educative
process s ignored. The teacher is best thought of as one *bureaucratic
Sunctionary,” as Sloan Wasland pointed out years ago, and the child as
danother.

It s true that in an important sense children are dependent on one
another and their teacher. Social development arises from such interde-
pendence, and so does morality. The child as cog has to learn the virtues
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. of cooperation. However, it is obvious that a ¢hild is much more than a

cog, even if the child is willing to act like_one in the interest _of playing

.

the game by the apparent rules. e .
The Child as Machine

When a machine is running properly, it is completely predictable.
There are those who yearn for a completely predictable child. Much
educational research arises from this metaphor: one seeks that which is
“lawful” and predictable about learning behavior. Machines, of course,
are run by operators. They are constructed by people—they do not con-
struct themselves, science fiction to the contrary. The metaphor of the
child as machine, liké some others rather deeply buried in our assumptions,
conjures up a child who is nothing of himself or herself, but exists only to
fulfill the wishes of others. The child is manipulated for the purposes of
these others. If the child will respond, predictably (and he/she will) to a
combination of negative and positive reinforcement, then that is what is
used—some variation of the carrot and stick.

There is truth in the metaphor. People are somewhat predictable.
People can indeed be manipulated, often tq their beneti. What is required
when one maniputates children is that the action be carried on within
strict cthical standards. on the one hand, and that the manipulation be
carricd on only withir the limits necessary, lest the children come to expect
manipulation and give up on their own abilities to run their lives satisfac-
torily. Children will submit to manipulation easily in many areas, since it
relieves them of the responsibility for thinking and making decisions.
Thinking and decision making are hard work, and children will avoid
them if they can.

The Child as Chameleon

A chameleon has the astonishing ability to take on the color of its
immediate environment. The child as chameleon is under the control of
his her environment, and teachers who work within this ancient metaphor
are forever trving to arrange the surroundings so that the child will react
appropriately. This view of the child, like some of the others discussed
here, does not take into account the child’s independence as a person.

The metaphor was first used by Pico Della Mirandola during the
Renaissance: “man the chameleon.” It was true then, though an incomplete -
account of what a human being is, and it is true in the same way now.
A child is highly responsive to his,her environment—the physical environ-
ment, the aesthetic environment, the social environment (or classroom
climate). It follows that these environments must be appropriate to the
tasks at hand in school and that attention o them is important.

The Child as Miniature Adull

This metaphor was common during the eighteenth century. However,
since in education we never seem to wholly abandon ideas or beliefs, and
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the school system as a whole 1s something of an attic where all that has
ever happened 1s present somewhere, one can still find schools where the
child is viewed as a miniature adult. It is less common now than it was a
generation or so ago to tell hittle boys to “be men'™ or little girls to “be
ladies,”but it 1s by no means unknown.

Now, old ideas hke this one had some truth to them. It is true, for
example. that cluldren are forever anticipating adult roles, that they have
Ui lust for growth.” Tt is true, too, that adults owe children the skills, at-
titudes, and knowledge that constitute their introduction to an increasingly

adult hfe. Children, can, mdeed. act somewhat like miniature adults, thus -

winning praise from the adults. As Aries points out, during the cighteenth
century and carher, adults did not even see children as such: they were
portrayed as having adult proportions, though smalter, or they were por-
traved as putn, the chubby Iittle cherubs of the painting of the peridd. Only
later did adults see children i their actual proportions. And, we must
emphasize, the children would try to act the part,

The Freudian Child

The Freudian account of chnldhood portrays the growing child as one
who (more or less suceessfully ) overcomes a series of conflicts that arise
from deep mner drives The child is a mystery, even to herself or himself:
the child Iives 1 delicate balance among the inner forees that control
hm her. All interpersonal relationships reflect this series of conflicts;
evervthing is svmbolie of what goes on unconsciously in the child's life.
Fven the child's reading of such nursery tales as Linle Red Riding Hood
contnibuted to the reolution of these conflicts, as Bettelheim has pointed
out recenth ’

Such beliefs seem venitinble, though beyond the knowledge of those
not psschoanaly tically traned. The risk of this metaphor (for the Freudian
view s best understood as anarray of metaphors) 1% that the rest of us,
Lickimg such traming, can do harm by meddling with forces we don't
understand - The practical impheation of the Frepdian view, in real schools,
is not unlihe the practical mplication of the child as flower: the thing to
do.an the face of mystenous powerful forees, is to let them have their way.
It s notsurprismy that-both at Summerhll and in the carly work of Susn
Inaies one tinds the school rooted 10 a Freudian view of childhood. Basjc-
ally, the view denmies v ordinary teachers the possibility of guidance,

The Child as Gentleman ]

i
In the davs of Tom Brown, Rugby was an institution devoted to whip-
prng the devil out of bovs while at the same tme training them to be
Foelish gentlemen To be o gentleman meant that one had a strong convic-
ton of the importance of cliss distinetions and of the superiority of the
gentry . The traditon s very old, going all the way back to medieval times
and the tramming for kmghthood. It had ity roots, as do so many of our
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traditions, with the Greeks: the tradition of areté (honor, virtue, bravery,
excellence) is at the bottom of our tradition of gentility, .

- What is left of thas tradiion is the elitism associated with the liberal
arts at the college level and the tradition of mannerlipess in the lower
schools, Tike many of the educational traditions associated with the rise
of the middle class, this one sutfers from superfici: tlity. Just as grammar is
no ssbstitute for fuency in writing or gracefulness in expressing nnesclf
so manners do not o gentlemuan make,

ICs sull an attractive adeals provided it is pursued as it actually is.
There s every reason for individuals to behate with grace, generosity, and
dignity s to seem to do’ the ditticult without effort; to be modest about
accomplishments, yet to accomplish greatly ; and so on.

However, the associations that have accumulated around gentleman
are in general unpleasant. Over the centuries, the principal association with
the term is chsm. To be genteel, to act with gentility, nfeans pringipally
to act as 1f one were o member of the upper class. For an ordinary Ameri-

van to-act ke w gentleman means, ultimately, for hint o put.on airs.
However, to be a gentleman means, most of the time, no more than to
be polite. :

It v well 1o rcmcmhcr the original” meaning of the term. While the
centuties have betrayed the meaning, it has noble origins,

~

The Child as Reasoner

For a long time, 1t was believed that sinee human reason is not shared
witht the ammuals, 1t was the only virtue worth cultivating. Everything else
about hunn bemys was to be subordinate to reason. If something was not
Uh\lnll\l\ reasonable, 1t was o be suppressed. Hence the swppression of
cmotion, of the aesthetic, even of the spiritual qualities of what it is to be
human. To thas dav. the education of the reason is thought by most people
to be the chief purpose of schooling and by sonie 1o be ity sole purpose.
The development of vogmuion doménates research on instruction at the.
expense of research on the other hunan qualities, and the prestige system
renfprees this imbalanee, .

CTeachers act on this metaphor when they try to reason with a dis-
traugnt child - Thes act onat when they proclaim that highly charged public
problems, such as those that arise from racism, ought not to he highly
charged, but rather should be amenable to problem solving. Carried to its
extreme, as this metaphor sometimes i, it rcduncs human beings to com-
puting machines  The famous New )urlu'r cartoon that has the conputeg
printing out 1 think, therefore T am™ was, like all great humor, closer to
the mark than it appeared to be,

We have considered ten metaphors that often govern the way we think
about children. Others nught be thought of: the child as animal, the child
as art object, the child as empey vissel, for example.

The important thing about these metaphors is their wudespread influ-
ence. Much of the quarreling among educationists arises from them. The
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" tance of objectives and those who see the sk

se who emphasize the ifmpor-
as primarily a nurturing
institution derives some of its bitterness from the pnacknowledged meta-
pRors that underly these positions: the child as ephemy and the child- as
j]‘m@cr The scorn that the famous prép schools teagh their studcms to show

quarrel just now, fu@ example, between

i ard the public schools does not arise from an’examination of either

the prep schools or the public schools. Tt arises ultimately from.ghe conflict
of two metaphors: the gentleman and the“commoner.

Each of the ten metaphors contains some teuth. Children are indeed,
in some sense, flowers, machines, enemies, niggers, chameleons, cogs,
numature adults. Freudian beings, reasoners, and geatlemen, The difficulty
with the metaphors, aside from the fact that they do their work undetected,

s twofold: they are often carried to harmful extremes; and they are, each

of them, adequate pictures of what a child is. -

Not only are they individually madequ.ne they are inadequate col-
lccmcl). All of them together do not describe a child. The fact is, we do
not yet have an adequate theory of childhood, though much knowledge
and insight have accumulated, Childhood is still. in large measure, a
nystery. Every tije we try to legislate development, we collide with the
fact of individual ditferences. Not only that, but we collide with the fact
that children haye minds of their own, about which next to nothing is
known, -

What follows from the above discussion 1s that curriculum workers
will do well to be pragmatic about where they get their information. The
research on child@evelopment continues to be a primary source for them,
of course, but the research is fur from being explanatory of the reality
teachers face, Other sources exist: one’s consjdered experience, the experi-
ence of teachers and parents one hears about and thinks over, observation
of children, and hterature. ‘This last, literature, is usually overlooked.
Given the present inadequate systematic knowledge we have to work with,
we would do well to consider seriously the insights of the great literary
tigures; for it 1s precisely their insightfulness that -makes them valuable to
us. Is a child something ike Tom Sawyer or Huckleberry Finn? Tom
Brown? Penrod? T'he voung Eleanor Roosevelt? Anne Frank? Little
Women? Yes, of course; a child is something like all of these and others at
one tme or another. and in cvery case the writer has described aspects of
childhood not included in our systematic knowledge.

Metaphors About Schools

We turn from metaphors about children to metaphors about schools.
Since organized education is an old institution, and since in our time it has
become a soctally expensive one, it is not surprising that metaphors about
schools have accumulated. . | St
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,Tiw Srhool as Factory,

l\y since the rise of factories, _people have wanted so to view the

\th)ulf] he carliest fastory -form \dmul most of us have hoard about was

the Lancastrnian school of the early nineteenth century, but mon. recent
expressions of the metaphor have alwo appeared.

A factory 18 a hghly productive, essential, single-purpose organization
intended to produce products. Ideally, there is nothing in a factory that
does not contribute to 1its production. Factories are centrally managed, and
the work s Lud out and supervised by the manager or his surrogates. The
workers are organized hierarchically, and there is a distinet division of
responsibility between managément and labor, Modern factories are orgi-
mesed into systems and subsystems, with the input, process, and output

. carefully monitored.

A considerable number of schools are put ml,cthcr according to this
m:.mphur and some educational research also proceeds from it. As origi-

nally pmpnlub team téaching was based on the factory metaphor, for its’

most strihing Cand to some, attractive) feature was the hierarchical organi-
sation. with team leaders, asaistant team leaders, and so on. As in a factory,

“the work of the team was supposed to hu subdivided, spccmhzcd and
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Fducational research that is organized on an input- pmu.ss-output
hasts also presumes that the school i a factory. One serious drawback to
this research’is that ai present the process is not adequately understood or
desenbed, ver some ruu.lnhur\ seem to think that an input-output model
s suthaient. ¢

[here are adsantages and disadvantages to the metaphor. Its main
advantage seens o be that muny public schools, being lurge, benefit from
Lrpeescale management techmygues *Such techniques make it ‘possible for
the manager ot such a school to be readily accountable to the public that

pavs for the schools and “consumes™ the “products.™ Such techniques:

otfer the promuse of mcreased efficieney both in the use of people and the
care of the expensive phyvswal plant. While some eriticize the factory model
for s tmpersonality, 1t s evident that the factory-school need not be
mpersonal, any more than an actual fagtory need be. This is a matter of
m.ln.tLLrl.ll sty le.

Lhe principal dl\.ld\ antage of the factory model is that it offers an
Hiusion of certanty inoan area dominated by uncertainty and ambxgunty.
Fhe muany sertcus gaps an educational knowledge require that teachers
mprovise constanthy. To aet as if jobs could be deseribed adequately and
then distriboted according to g table of organization or to act as if the
“product” could be montored satisfactorify is to deceive oneself.

The School as Clisie

One alternanive metaphor to the school as factory is the school as
chie, A clime has anintake procedure, o referral procedure, and specialists
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who work with individuals according to their needs. Some schools act on
this metaphor, though rarely completely. In such schools, one hears a great
deal Ybout “individualization,” “diagnosis,™ and “special needs”; one does
not hear nearly avmuch abowt “evaluation of the output.”

Indevl. evaluation appeass to be very diflicult for such schools. The
teachers afy preoccuried with. the differences and complexities children
bring with thekr and also with that unknown entuity, the whole child.

It the wluibl\»wrc te respond wholly to the metaphor of the clinic, it
would replace the input-thrnu_uhput-nutput metaphor of the factory with a
diagnosis-riferral-speciabized teeatment metaphor, Typically, this is not
done, even m sehools Jominated by the metaphor of ‘the c¢linic¢] Instead,
evervthing s done by one géneralist, and tha “clinic™ suffers acegrdingly.

The School as Bureaucraey

A burcaucracy is an arganization of nonelected government ofticials,
gaverned by rules and arranged in a hictarchy. Within a bureaucracy,
there 15 a constant struggle to increase the scope of one’s authority and,
a4t the same time o avoid responsibility for anything that goes awry. The
much-criticized Senate ORice’ Building in Washington is an excellent
example of bureaucratic manevvering, Designed during one national ad-
ministration. it was funded during another and built during yet another.
Fach administration made changes. The beauty of the building, from a
burcaucratic pomt of view, L’\ that its many faults are not ascribable to
aryone i particular,

So it often s wih the sehools. The personnel in the schools are,
mdeed. nonclected government officials. To the extent possible, they do
their work”according to sets of rules which are above rcason, and they
vertamly iy o gsoid responsibility for things that go wrong.

Todeave 1t that_would be unjust, There are, of course. excellent
shool systems, or school bureaucracies, just as there are excellent govern-
ment aeencies, or ghvernment bureaucracies. They risg ghove the stereo-
hpe of the burcaucracs because they have managed o achieve good
morale There s a generalization here: the lower the morale in an organi-
zation, the more the imdiaduals in o will behave like the stereotype of the
burcaucrat )

Good morale v muade of many things, of course. Chiefly, it appears
it of sery frequent recopmition of good performance, The people
ean ercamzation with good morale tahe an informed pride in one another.
[t follows that the curnculum worker can contribute to good morale by
vt toat that exeellent teachers are recognized and  their advicq s
sotteht ot )

Consequences of the Metaphors

We have urved here that metaphors function, usually unconsciously,
a vontrols over the hind of approach taken to children and the operating
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puliqic.‘ of schools. They dlso influence the way curriculum people talk to
each other. Most of the talk is concerned with group management, content
management. teaching styles, and polities and power t us examine
these briefly and then consider what curriculum peoﬁ:’t talk about.

R ]
Group Management

surprising that the managemeptt of groups of children occupies much of
the attention of school peoplé. The basic fagt appears to be that while
children arrive in groups, they are all different from one another. What
makes individuals a group is what they have in common, not what dis-
tinguishes them from cach other. So childrén are grouped according to
#ome commonalty—age, reading ability, sex, or apparent abilities, such
as academue proficiency. Of course, every one of these commonalties is a

Since rumbers of Ch”drcfflmw at school to be educated, it is not

stereotype ignoring most of wnat a student is. Our tendency to create

stable groups on bases such as these arises from the apparent ease of
administration of the fuctory metaphor. When we group children according
to some single criterion; then seek to-teach them as individuals, the fac-
tory metaphor and the clinic metaphor are in conflict.. Confusion results.

Such confusion is very widespread in the ..hools. The grouping that
results from the factory metaphor implies that the chiidren are to be
taught s a unit-——"whole class instruction.” The grouping that results from
the ¢linic metaphor would be temporary and transient, according to the
shifting needs-of the students. Many teacheys try to achieve such temporary
groupimgs within a class organized according to the factory metaphor. The
frequent ¢not universal) confusion that results could be reduced if the
whale school were to follow the clinic metaphor; as things stand, teachers
are left dealing with classes too small to allow the clinic metaphor to
operate fully, and they lack the specialized knowledge or assistance that
would make the metaphor complete. '

A NEA publication of the fifties was called Labels and Fingerprints.
Fhe pomt it made was that, we tend to deal with childrensby labels, but
that they are as ditferent as their finggrprints. The tensicis between the two

pomts of view continues to plague us. Perhaps, if we would be consistent .~

with the metaphor we act on, the tension would be reduced.
Content Management

FRere v o difference between managing gontent that has been chosen
and devidimg what to teach. Curriculum peopfe spend more eﬁo:t\m nTan-
aging than on selecting. . '

Here. apain, the factory metaphor, together with the child as cog or
s machine. s found in operation. In a factery, one places manufacturing
muachimes on a production hine. The processing of-selected inputs is what
factonies do.
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Pursuant to the metaphors, 1t was almost inevitable that we would
adept a special submetaphor to describe xhctmanascment of content: the
“leatning packape.” Now, a package is a complete entity. It is bounded; it
s self-contained; it requires no further attention. A “learning package,”

‘to be true to itself, would be a self-monitoring throughput system. It would

function most efticiently where no originfl thinking was required—indeed,
no thinking at all. It 1s not surprising, therefore, that “learntng packages”
thcﬂ‘v seek to train students, m skills and that the metaphor tempts the
curriculum designer to redgee all ls.nowl..dgc to.skills, especially those
shills that make no demands on the imaginaion.

‘The other aspect of maraging content that preoccupies the curriculum,
person is the ancient matter of scope and sequenceg Since it appears to be
the viise that in almost all fields there is no best sequence, much, of this con-
cern has little to do with the qualnt) of the otfemq_, only its tidiness. The
child i viewed as @ self-governing machine in the- process of being as-
sembled. .

It is interesting that the question of scope; or.depth, is not discussed
very much in the real school world. A little thought suggests that scope is
the only aspeet of managing content that has to do with the quality of the

. uﬂcrmu Shall we “cover the ground™ or, as Earl Kelley used to say, “u

cover™ it? Shall we seeh breadth or depth? Shall we integrate the various
subjects or teach them separately? If integrate, how to do it without risking
superticiality” If separate. how to avoid overcompartmentalizing the curric-
ulum? This minture of questions, some veryold, secrs to occupy little of

the curriculum worker's attention, Instead, followiny the factory metaphor, -

the tendeney is to "plug in™ prepackaged content.

Y

Teaching Stvles

A signcticant but Tesser amount of the curriculum worker's attention
v devoted o teaching styles. Since so little is known about the etfcctk:eness
of teaching. and since all kinds of methods and styles seem to work, talk
;\hn’ut teaching sty les would seem to be forahe amateurs. Yet we carry it on.

Perhaps the matter of style arfses from the attractiveness of the meta-
phor of the child - flower. If the child is a flower, we need onlyA€nd it: we
cannot munufacture it A teaching style that is gentle, nurturing, respectful,
and sensitive 1o the beauty of the growing child is therefore desirable. Of
course the actual style a teacher adopts is a function of the teacher’s view
of himsell herself in the role, The gentle, nurturing style is characteristic of
the teacher who takes a growing, flower-like view of himself, herself. The
vontrasting authoritanan style is most commanly found among those who
voasuder themselves gentlemen gnd ladies and who view the student as a
potental membrer ot the gentility. A teaching style arises from a view of
how life ought to be lived. To have an effect on style, therefore, curriculum
workers would be required to indicate how they t‘hink teachers should live
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their lives— what view they should take of themselves, what basic meta-
phors they yhould act on personally, and the like. .

Such talk probably would not be permissible. Teachers would tend to

think it was presumptuous, and possibly an invasion of privacy.

© Agreat deal of thealk that goes on gmong curriculum workefs has to

"do with who's in ¢harge. With“the recent resurgence of mandated curricu-

lum by state legislatures and the accompanying demands for accountability
in rather narrow ways. the school is being treated like a bureaucfacy and
the curriculum workeers like bureaucrats. 1 he orders are issued, the respon-
sibility is fixed. and in true burcaucratic fashion, everyone tries io place the
responsibility clsewhere in the Strugture’ . A
To prevent this trend toward the bureaycratization of the schools from®

leading to widespread irresponsibility and rule making, it is necessary for

the people in the schools to” take responsibility. Since it is ih the nature of
burcaucracies to avoideresponsibigity, anyone who will take it stands-out at

once; such-a person will find chat others will grant it, willingly.

For example, one of the widespread current weaknesses in education
is the failure to carry on well-designed local evaluation. Here is a field that
cries out for local leadership.aa field in which much excellent technique ‘and
knnwl‘cdgc have been developed over the years. Anyone in g local school
who becomes inforrhed about evaluation can take the responsibility for lead-
ing m 1ts development and thus counteract the trend @ the public mind to
mihe a mindless bureaucracy out of the schools. The answer to the ques-
tion “Who's in charge” &ould be found; the pmfcssiona‘.ls would be in
charge, as they ought to be.

What Curriculum l‘gple Don't Talk About, but Should

We have considered what curriculum people talk about in the main.
We turn now to lnug} several topics one rarely hears discussed. In our,
fauilure to talk about them, we risk leaving them to be determined.by others.

-

Purposes

Weare paving the piper for our failurdto take the formulation of pur-
poses sertously. The last widely recognized statements of the purposes of
Amertcan education were Fducation for ALL American Children and Fdu-
catton tor ALL 4merican Youth, now nearly two generations behind us.
Our fular: to devote sustamed attention *o the formulation of purposes has
resulted in the fragmentation of the high school curriculum and the re-
emergence of the basies movement. If we won't tell the people what we are
trving to accomplish, they will tell us—and they have. They are amateurs at
this task. Of course, and their efforts age full of mistakes. So far, however,
we have not even tried to talk back. The price for our neglect is very high.

Ign
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Gost e

A currtculum decision has seven parts: the student (his nature and
needs ), the contend (in relation with the student ), the learning method (in
relation with the studcnt and the cofftent), the purposes (in relation with
the preceding components ), the context (including instructional materials
and fhe social and physical environment), the governaice (who makes the
decisions and how are they made), and the cost (in time, talent, and
money). Leave one of these elements out of a curnculum decision, and it

“will erode or collapse.

Of these, the'element least discussed by curricylum people is the cost
We resist the efforts of others to help. Notice how we successfully avoided
PPBS (Planning-Progragming-Budgeting System) and other attempts at
cost-benefit analysis. We make. grievous mistakes in this field constantly,
For example, school after school has adopted programs from els€where
withput providing adequate staff training. Talent is a part of ‘cbst. 1f you

can’t staff a program, you can't have it. Nc?@grams, such as the excel- -

lent ones in geogmphy, have langumhed becaflise nobody faced squarely the
question of time for the new'material. Schools have bought portions of ex-
pensive curriculum programs because they didn’t want to spend the money
for the entire program, thus in many cases aborting’ the program. Some
programs cannot be cannibalized. .

We are naive about cost, and most of us find the problem distasteful
to deal with. We could use expert help in this field. Major economists, such
as Fritz Machlup, have given,educational coststheir serious attention. We
would do well to study sach books as his (The Production and Distribution
of Knowledge) and in genagal to seek td bring to bear on curricutum prob-
lems the skills of euonomlstﬁj

What we are talking about is entircly different from what is studied in
school finance, and the local assistant supetintendent for business is not the
consultunt suggested here. There is a crucial difference between managing

cost and merely hnl'ding it down, ’ ¢
> . [
Summary : ' y
hd -

In these papes we have attempted to acquaint the new curriculum
worker with the hind of language he is likely to come across in his field and

to remind the experienced curriculum worker of some aspects of his work
he may have overlooked. If this statement does its work, we will all speak
with our minds on the basic metaphors we are using: we will attend to the
fundamental assumptions we are expressing about children and schools; we
will seeh to expand *he pmh\smnal talk we carry on; and we will attend to
some unfinished business.
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: Curriculum Thought:

. A Teacher’s Perspective
F. Michael Connelly and F reema Elbaz
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()L R ASSIGNED TASK in this chapter was to develop conceptual

bases for curriculum thought. Our ponderings on the problem drifted into
a world of theories, concepts, and conceptual schemes for organizing our
thinking about curriculutn. We saw oursglves in a land (of Tabas, Strate-
meyers, Foshays, Beauchamps, and Rdiggs; and we 1maguied that this year-
book challenge might permit still andther theoretical addition to the land.
But the land is already densely populated. New additions are common. We

decided that one more th;oremal view, however sound, would be of little -

benetit to teachers..

“Indeed, we thought that there were so many concepts and theories,
cacit of them useful in their own way, that it would be better for us to offer
i conceptual criticism of them. In this way teachers could stand on top of
all the concepts and theoriesg classify them, examine their assumptions, and
compare their strengths an?weakness. But~again, we realized that others
had gone before us, for example, Pinar, Eisner and Vallance, Schwab, and
Hyman. l‘hc ‘re are important teacher uses of criticism, and these will be
discussed later in this chapter. However, we realized that it was, in prin-
ciple, possible to construct as many critical theories as thére were theories
totwhich the criticisms apply. Again, we could not imagine how we could
usefully add to the collection. Besides, our passage from curriculum to
theones of curriculum, to critical theories of theories reminded us of Dr.
Seuss's Yertle the Turtle who, in his attempt to reach the moon by standing
on top of a pole composed of turtles standm&. on each other’s back, fell
back into the pond.

Yertle the I'firtle’s story highligh's the problem that finally alter&ﬁhe
direction of our ponderings. In the story, the higher the turtle pole grew,
the more ditticult became the life of the bottom turtle who lived in the pond.
Our retlections on curriculum reform over the past 20 years suggested that
the teachers plight in that period was not unlike that of the bottom turtle in
Yertle's pole. The prescriptions derived from theories, theories of theories,
and corresponding curniculum developments all weigh on the teacher and

95 . -
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add complexity to the naturally complex practical world of the teacher.
Indeed, theory appears to haye done the exact opposite of what is normally
- claimed for it. namely. to simplify and order a complex world. With these
» considerations in mind we decided to orient our thoughts directly, to the
bottom turtle’s thinking. Instead of proposing a way of viewing the curricu-
Ium we determined to understand how teachers view the curriculum, What,
we asked, is the character of their curriculum thought? How can it be corf-
ceptualized? - , . o
But if that was our target. how should we proceed? One methodology,
borrowed from the fraditions of the theoretical world noted above, would
be to adupt a theoretical starting point. Thus, for example, we might begin
with a Set of statements about human nature, learnmg. and the teachet's
place in curriculum. We might show that we view human beings as indi-
viduals whose freedom is an important quality which conditions their learn- -
ing. this view might then be joined with a compatible theory of learning, for
example, a P u.euan view of the learner as structuring his own learning; or
we might link our ndtions to a humanistic view or to some other. From this
starting point we would go on to make statements about the nature of stu-
dgnts. the learning process, and the teacher, thus linking up our theoretical
starting point with the experience of the reader and thereby demonstrating
the appropriateness of the proposed conceptual basis.
such & methodology resembles a pattern of curriculum development
which will be discussed later in this chapter in the section on methods of
curriculum reform. Borrowing a conclusion from that section, we can now
assert’that this methodology is inadequate to our purpose since it “exhibits
- duimtm applied relationship between research and curriculum prac-
tice.™ Accordingly, we not only turned away from the development of a *
theory about curriculum, we also turned awuy from the accepted theoretical
method. Instead we begin our discussion with our own experience of devel-
opments n the Lurruulum tield over the past 20 years, This experience has -
led us from o starting point in theory, identified below as the Sputnik-Skylab
erat, through an exploration of the notion of the practical and an apprecia-
tion of the centrality of the practical for curriculum, to a new understanding
of the need for mtegration of theory and practice in our view of the teacher.
We anvite the reader to follow our account of the nations of theory
and practice as they have developed and have been used in the field of
curriculum in regent years and to share the understandings we have gained
r from this view of the field. This account gives rise to a view of the teacher
as an agent deploving practical knowdedge in the wgrk of teaching and
planing for teaching. The centrality of the teacher in this account of gur-
riculum emerges s a necessiry feature of our understanding of the nature
of curnivulum aver the past 20 years viewed through the lens of theory and
prctice.

"EF. Michael Connellv, “The Functions of Curriculum Development,”
Interchange 3 11972)  161-77.

~
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" Finally, it is this view of the teacher, grounded in our experience of the
curriculum field, which will be used at the end of this chapter to generate a -
, - conceptual basis for curriculum thought. Readers will then be able to -
evaluate these notions, not according to whether they accept our theoretical
starting pdint and the line of argument leading out from it, but agcordmg to
whether they share, retrospectively, our experience and can participate in
the process we undertake of giving meaning and order to this experience.,

What We Have L_earned in 20 Years of Curriculum

* The past 20 years have been extraordinary ones for curriculum, It
.. remains for the historians to name and explain the era. Those of us who

worked at the time have marked its origin in the Sputnik blast-off and its
grounding with Skylab. During that time much was dom and mu;h was
thought about curriculum,

There were numerous new curricula developed in North America,
turope, and elsewhere. Many were under the sponsorship of governments
and foundations and may be traced in yearbooks, handbooks, libraries,
and curriculum centers. Myriad others were’ developed by local teams of
teachers, There were new instructional plans, organizational plans, facilities
plans, and management plans, :

. At the same time as these things were done, there was a great deal of
‘thought about the curriculum. Curriculum research, whichrhad only a small
place in educational research, virtually developed new subfields of study,
for example, curniculum development, curriculum implementation, cur-
nculum evaluaton, and curriculum decision making. The curriculum and
mstruction departments of some universities were ,upgraded with the
addition of research-oniented staff; and in other places new organizations
sucit s Liboratories, centers, and institutes were formed with a Atfong
curriculum emphasis. Three new journals started publication: Curricitiym
Ingqrars, Joiornal ot Crrricdum Studies, and Curricilum Theorizing.

Now that we have had such an intense experience with curriculum and
now that we are reasonably geared up to think about the curriculum, what
have we learned” Five points stand out, The five provide a context for
makmy the case that we must Jook to the teacher for a conceptual basis
ol curniculum thought,

. .

Learning No. 1: To Return to Practical Ground .

The first thing we haye learned is that Skvlab brought us back to
carth at Sputiik’s pomntor 2 parture. This point is a practical one, a feature
that has alwav: vharacterized curriculum, Traditionally curriculum was
concerned with the nuts and bolts of schools and of teacher education
procrams. People who worked in ¢ and T departments were normally
ex-teachers. chosen for their practicgl success in schools. Commonly these
Cand [ teachers of teachers held gie sime formal education as did their
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student’ teuchers. Practical wisdom, not theoretical competence, marked
the separation of the two teaching levels, ‘

Sputnik took us on a theoretical ride. For one thmg. many of the
heavily funded centralized projects were. dominated by philosophers,
psychologists, sociologists, and  subject matter, experts, Moreover, the
process of materials development reliedd heavily on scientific procedures for
ficld testing with user’opinion and student-effects data helping shape the
final product. Many programs were introduced in a rhetoric of theoretical
and public debate on purposes of schooling, nature of knowledge, concepts
of the learner. role of the teacher. and social need. o heoretical writings
proliferated on the development and implementation of curriculum and on
the various conceptions upon which these practices rested. The various
theoretical arguments and postions came into a semblance of order by a
brand of currictium theorr which might be called curriculum criticism.

" Here, authors, frequently plumping for their own view, wrote @bout the
various theoretical views by adentifying underlying assumptions and by

developing classification schemes.

The return to practical ground from our theoretical ride wag directed
by Schwab.? Schwab's curriculum-as-prictical theme was echoed through-
out the educational literature. For example, the 1972 Natiorfal Society for
the Study of Education Yearbook, Philosophical Redirection of Educa-
tional Research.' contained practical themes. In the field of educational
administration and organizational theory, Greenfield* has been arguing for
more practical and less theoretical and rationalistic views of organizational
development.

These writings on curriculum-as-practical have led to an expanded
and more useful notion of what it means to be practical than that with
which Sputnik began. As Schwab reminds us, his is no mere “curbstone™
notion of the practical. It is a notion lodged in the Aristotelian distinction
hetween practical and theoretical pursuits of men. #sing this distinction,
we may say that the practical is a very different source for conceptual basis
of curniculum thought than s the theoretical: and if we follow Schwab and
athers, we might even say that the theoretical is inappropriate to our taik.
The distinction commits us to the view that people have theoretical interests
which fead them to pursue the knowing and understanding of things, and
they have practical interests which direct them to pursue the doing and

*Joseph T oSchwab, “The Practical: A Language for Curriculum,™ School
Review 7% t19n9y 1223 Kdem., " The Practical: Arts of Eclectic,” School Re-
view 79 C19THY 40sal Ldem , The Practical: Translation into Curriculum,
School Reyview X1 01973 80)1.22

"Harold B Dunkel. ID Bob Gowin, and Tawrence G. Thomas, eds.,
Pivlovoplincal Redaecnion ot Fducational Research., in 71t Yedrbook of the
National Socrety tor the Study of Fdudation, pto L (Chicago® NSSE, 1972).

' Thomas B Greentield, “Organization Theory as Ideology.” Currictlum
Inquirs 9 1979y 97.112.

oz




R ) ' ! ) - ) |

CONCEPIUAL BASES FOR CURRICULUM THOUGHT 99

making of things. Science, psychology. and curriculum thcur) are theoret-
ical pursuits; painting, acting morally, teaching, and doing curriculum are °
practical pursuits.

The distinction further commits us {0 the view that the pmpcr study
and thought about these pursuts must reflect the nature of their subject
matter: Thus, 1if our subject matter is that of science or psychology, we will
properly adopt a theoretical starice as our conceptual basis for under-
standing events in those fields. And if our subject matter is art e education,
we should adopt a practical stance as a conceptual basis for doing better in
those fields. To apply a theoretical stance to a practical field is to commit’
a conceptual falluey. Following this distinction it is clear, then, that the
proper purpose of curriculum thought is not understanding, although this
may play a role. but is the improvement of the practice of curriculum, As
Dunkel. Gowm, end Thomas state, *The improvement of all of the various
activites that make up educational practice . . . is the hope of both em-
pirical researchers and educational philosophers ™ Thus, the practical
ground on which we stand is one in which the conceptual basis of our
thought must serve the improvement of curticulum practice, not simply the
understanding of it,

Now that we know that our primary source for a conceptual basis of
curriculum thought 15 practice, and that the study of practice properly con-
forms to charactensties of the practical and is governed by the intention to
Improve practice, we may ash: What are the marks of practice that are of
interest to a conceptual basis for curriculum -thought? Interested readers
would do well to begin with Schwab’s essays 01 the practical and then,
depending on their predilections, move backwirds,in time to Schwab’s
Aristetelian underpinings or forward in time to works such as Reid’s
Fhunkig About the Curriculum,” Westbury's Science, Curriculum, and Lib-
eral Fducation,” Rewd and Walker's Cave Studies'in Curriculum Change,® or
Connellv's = The Functions of Curriculum Development.™ It will suflice at
this pomnt to note that whatever conceptual bases of curriculum thought are
developed out of the practical will be marked by limited applicability.
Hus statement follows trom the fact that actions, and the décisions that
lead to them, are extremely varted and complex: they do not take necessary b
paths or use nevessary strateptes, The paths and strategies could be other-
wise, depending on th e miy of personne] and environmentef factors, Fur-

*Dunhel: Gowine and Thomas, Plalosophucal Rodirection tro. p. S.

Wallm A Rend Linehing About the Curnicuban The Natwre and Treat-
mert ot Curricrddiom Problenns (London. Routledge and Kegan Paul. 1978y,

“Lan Westhary and Nea ToWilkot, cds . Seence. Curricedum, and Liberal
Fdocaten £Chicago, Umiversity ofChicago Press, 1978),

*Wallam A Rerd and Decker B Walker, eds . 2 ave Stiedees i Curvicwdum
Chance Grear Brawn and the U mited Stqrey 1L omdon: Routledge and Kegan
Paul, 197s) .
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thermore, sincesthe practical purppse of a concgptual basis for curriculum
thought is to improve curriculym, and since curriculum is characterized by
various kinds of _actions, the scope of application can only be to certain
“types of actions, Indeed. 4t is possifle to argue that every action is unique
aid that: at most, we can’conducet detailed case studies to aid the, forma-
ton of conceptual bases of uxrmulum thought. According to th;§ view
cach incident i umyue:-and while it may be studied in depth. the rc»;.nruhcr
cannot offer getferalizations, Generalizations, according to thm extreme
_view, cannot be constructed from the case by the researcher, only by an-

Cropractitioner i a situation that he ‘she deems like that described in
the case studys Our own view 1s that we need not go this far.' Later. we will
argue that 1t s possible to construct practical rules, practical prinkiples. and
images. cach of which s marked by the power of limited generalization.

H
-, .

Learning Yo, 2: To Use Curriculum Theory for Finding
Curricnlum tssumptions

-

I'he vidrious curriculum theories to whigh we referred cariler are useful
to ateacher to the extent that he she“can identify theories which have per-
spectives coinading with his her own. A teacher sympathetic, to a given
‘theary may use 1t as a umuptu.ll’hhl\ for thinking more deeply about
whatever aspect of curnculum the theory treats, Bui how does a teachdr
hnow which of the theories coincides with his her own perspective? Indeed,
we iy ko s compatability between teacher and theory an adequate
view ot the posable uses to which 4 reacher might put theory? We, along
with others. think not. The literature which we identified above as curricu-
lum criticism, while primarily intended for other theoreticians, is useful to,
teachers i revealing “theorencal assumptions and in permitting the classi-
fication ot thmrm Ihe mllumm, examples from works by Pinar,"! Eisner
apd Vallanee. i Schwab, s and Hyman' illustrate our point,

In his hnnk Curnncdum Theorizing, Pinar introduces a ..l.mm..mon
" whp he claims are
athenrctical since ther function s to guide practivoners: “conceptual em-
procats” whe ivestiate phenomena and whose function is to predict and
control practice, and the “reconceptualists,”™ whose function is to undetr-

Pidem THow Shadb We Pablish Case Studies of Curriculum Development?
A Faay Reaew o Rend and Wiilker's Case Studies 1n Curnculum ¢ hange,”
Crrncsdhant Inguory X {19780

W Prowr. od L Crencdum Pheornizine, The Recond «'1’!{4«1/1\!\ (Ber-
helfev  Calit MoCutchar Publishing Corp L 1975,

ket W Baenee and Flizabeth Vallanee, eds L Conflicting Condeptions
o Cooncaen CBerheloy Calit - MeCutchan Publishing Corp L 1974,

SSchwab, CThe Pracncal A Fangoagee

" Ron :l U Haman, tpproaches in Curncdion (Foglewood Chtis, NUJ.:
Prentice -Hail, 19713 .
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stand the nature of educational experience. The Preconceptualists™ further
divide inw the cntes.” who study other theories, and the “post-critical,”
who dre concerned 1o create thiar own theory, The marks of enthusiasm for

Prvar's own preference. “reconveptualisis.” are found in such comments as: |

“Haey represent anoav int-garde™ and “Their importance 1o the field far
Creceds therr numher.”

Another widely useld conique is Fosner and Vallance's Conflicting
Coatceptnens ot Cyrvicudier Therr Rev eritical term,is not function but
conception, They are interested in the ways people conceptualize the cur-
riculum for purposes of curnculum development. Five conceptions are
presented: the development OF “cognitive processes,” .which is oriented to

mtellectual operatiors and stresses the learning provesses as a basis for .

curniculum develepment: “curniculum-as-technotogy.”™ which is otiented to
strateztes of developing curniculum and focuses on the technology of the
development process, “self-actualization,] which is oriented to the learner's
personidl growth and stresses curniculum content for this purpose; **social
recomstruction,” which s oriented to the role of education in society and
foctnes on vdrncufin for social adaptation and change: and “academic
rationalisn”™ which s orented to the intellectual tools of culture and
stresses disaiphined medes of knowing, The Fisner and Vallance criticism
v offered witheut an indication of thetr own preference.

Schwab presents sull another classificatioc *» which, with a touch of
whimsy . he refers as “thghis™ from the field. Schwab’s key terms are theory

Card pracoce and aeos concerned 1o identify the various theoretical move-

nents relative to the practice of curriculum. There are six such “flights™:
A theht of the fieid i whieh the problemis of the field are redefined in
ferms ot some other held; a0 “thet upward.”™ to theories about theories;

S THht dowgward™ which consists of the stripping away of theory en-

urebv, o Utheht sidewass,”™ 1o the role of critic of which his own set of
“thehe” van evample. * perseveration,” which consists of repeated state-
ments of weil-known posittons, for example, the Tvler Rationale; and a
Utheht to contentiousiess and ad hominem debate.” Schwab's preferences
are seenan s mesaphozs ot o field dving from an o cerdose of theory. His

e proposal s tor m\gcpl.u‘cnwnt ot these theoretical “flights” with a
Lanzuaze tor tafkeng abou? curnculum based on the nature of curriculum as

practed

Huontan's crtgue uses focn as the Rey term to generate eleven theoret-
wab views on Wit oughit to he done in curniculum. The eleven, he says, are
anentension of two adentidied carhier by Dewey, numcl}.'writcrs who fix
there attention on subgect matter and those who attend to the child., The
cleven mowhieh the focus s named in the title, are: “continuing reconstruc-
Lol of eapericnee”, Cactivities™ “persistent life situations™; “common
fearnines”, strcture of the disciplines™; “brouad fields™; “existential inte-
enthion L Tvouth views", Ustudent protest”™; “communications™; and “hu-
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manistic processes.” Hyman, like Eisner and Vallance, is more concerned
o clasafy than tospresent his own views. . o

Consider the fagt that each of our critics bases his criticism on differ-
it wrms. function, conception, theory-pryctice,. and focus. Consequently,
cach 1dentities Qifferen assumpuions and constructs different classifications .
af the sume literature. 'This situation points up the fact that the Jiterature of
both theory and critical theory is diverse, Undoubtedly, with some exercise
of the imagimation, we might imagine other ways of organizing this litera~
e as, indeed. n mspectionrof the theoretical literature of curriculum will
reveal For example, this yearbook presents Geneva Giay's critique. ,

In summury ., our posigion is that the theoretical literature ot’&.urnculum
v animportant souree for understanding the conceptual basis of curricu-
lum _ Probing more deeply into the criticisms of this literature, we are able -
to nluml\ some of the alsumptions, functions, conceptions, “flights,” and
fovi that sweep thrnuLh this hterature, thereby obtaining an even deeper
and more theoretical conceptual basis for currigulum. But for the purpose -
of undentanding and improsing the curriculum-as-practiced, these theoret-
wal sources seent somehow removed. Most are curriculum sources for
theoreticians. They are sources: primarily aimed at facilitating further
thearetical thoughts about curriculum.-In so directing their attentions,
cotval authors mose apart from the umucptual underpinnings of the prac-

e of curniculum. In short, as Pinar notes, the “reconceptualists’ pur-

;nm ™ Nt o Luxd; pm..mmncrs but, rather, “fo understand the nature .
ob eilucaional expenience ™ Their purpose, in other words, is governe by

the tradinonal intellectual <tate of mind Jor thedtetical inquiry, cruci¥ for - .
ethiaeme debate among theoreticians, but of questionable relevance for
promatinge the atfarrs of pracuce. )

Butghe tact that the,Cntical literature is designed to be irrelevant to
the smprovemant of practice does not mean that it is practically useless. We
huave alreads noted that practical benetits accrue to the identification of
seumptons and o the classitications permitted by the critical literature.
Phe tollowsne stratees s suggested as a teacherf ool for reading and
;--..J\l me uscfuliy the twao kmds of theoretical literature,

ket us bevin by recoumizing that the difference among the various
Vb permits us toask g number of questions of any one theory, thereby
st up from ditferent sides. For example, we might read an Illich pro-
pesal by hirstashing Piar's question, “What is it¢ function?” Then we would
decde whcther the article was directly aimed at the improvement of pric-
oal worhs was concerned with an empirical basis for curriculum thinking,
vEsnnrAsdad o reconceptaahize our thoughts about curriculum. Upon

~tvine ounselves about the theory's function, we might ask Eisner and
\ D s guestion, “WHat as the paper’s guiding conception?” Then we
wesdderermine whether the conceptual orientation of the paper was
el the techn, Moy of developig curncudum, the cogaitive processes
of Celdrens children’s personal growth, the social growth of individuals

i

.
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and or society. or the disciplined modes of knowing. Upon settling the
function and guiding conception of the paper we ntight ask Schwab's ques-
tion, “What is its movement retative to practice?” Then we would determine
whether the author was proposing to solve curriculum problems from the
point ¢f view of unother field, to offer abstract theoretical accounts, to

. move laterally to criticism of theoreticil writing, and so on through

Schwab's six categories, Upon settling the matter of the paper’s function,
guiding conception, and theory-practice movement, we might then ask
Hyman's guestion, “What is its focus™ Then we would determine whether
it was primarily focused on the child or on the subject matter, and we woild
explore cach of the 11 Hynian fgeh These questions gencrate a rich view of
the Illich proposal with which g an. The proposal might, for example,
turn out to be seen as a “reconceptuadlst's”™ “flight™ from the field which
wits focused omghe learner with a “socialNgconstruction™ drientation.

One’ ditticulty with the criticisms and thg theories of theories is that
as yet we have no clear idea of where they are Nkely to stop. We noted that
we might casily have imagined-more: and we ghserved that there were, in
fact. more in the literature. What are the limity? In response to just this kind
the back of Tyler'> and ulti-
nately grounding their notion in the Apfstotelian Topics, proposed the
notion of the commonplaces. the learner, the tedcher, the subject matter, the
milicu. As with our cnities” questions above, the commonplaces are a prac-
tnioner tool. They comprehensively bound the tield of curriculum. This face
implies that any fully adequate statement of curriculum will deal with each
of these matters in one way or another, ‘The terms themselves are as free
from specitic nieaning as possible. They are merely the corners of ,the box
or, as Herron'™ has described them in his notion of commonplaces of scien-
ufic imquiry, the mosaie tiles which may be put together in various ways. If
we grant, for example. that even the most abstract and theoretical curricu-
lum argument will somehow deal with the learner, then we are able to ask,
What does the theory make of the learner? The same is true for each of
the other commonplaces. Their function for us as practitioners in trying to
use the theorencal fiterature as a source for curriculum thought is precisely
the same as the set of questions derived from the critics. But now, the
commeonplaces are both simpler and more comprehensive. For our purposes
they .ire more useful.

Now if we as practitioners are to deal with theory as a conceptual
hasis of curriculunr, then the principle function of our various questions
v to determine the compatability between the actual or the imagined prac-

\\tu.:l mtentions of the work and our own predilections.” When everything

theoretical s said, it stll remains to be done; and it is done by practitioners
!

U Ralph Ivier. Bavee Principles of Curnicdum and Instruction (Chicago:
U niversity of Chicago Press, 1970

"M D Herron, “The Nature of Scentific Enquiry,” School Review 79
(19710 171-212.
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with their own belieds and sesumptions and with their own nations of what
is worth domg Thus, tor meaninetul diglosue wits e theoretea! worid.,
the practiioner must v 2ach outside the theors te s fientons: and hie she
must conduct his her peonad delibenauens e deved. There s ditte
pomnt dor oxampic o dhormy tucush o wopanaceated beliviorst's ac-
count of lear e s one o~ not wdline e ot L possibuits ob suppornt
for or moditication of one s owa views o fow to eacn, Sembarly, 1t oge is
not prepared 0 constder tadical social tetore, e she maadter ashing of
Hhieh the various questions, decrde not to read Hbch i depth, husz’nur
critie-imsphied gquestions e important isst and foremost because, they
pernut us to detgrmine wiar the adine o deng, thereby allowing us to
assess whether the author bas any nterest tor whirt we us practitioners want
to do. When that mssue s settfed. we muy then deade o tind out what the
theoretictan has 10wy,

Learning No. 3: To Tolerate Diversity

The third thing we have learned from the recent period of ctirriculum
reform s o tolerance for diversity. Walker, or example. terminates his
chapter i this Yearbook with what appears 1o be almost o sigh ot relief
that he can now view the many curriculum policies, beliets, proposals, and
theories s proper and aecordime o nature, For many of us the aceeptance
of disersity represents woand of personal paachotogical matunty, Tolerance
N esartue assoctated wath the oid and the wise. Our curniculum wisdom s
conceptuadly wrounded o expenence which has taught us o think of
curniculum s praciical. Practuical matters e, of course, diverse. To
achnowledue this state of athairs is not a consequence of immature theoret-
el thinking but ot takmg curriculum tor what it is. Curriculum situations
and crrcumistances vary.as do poiicies and public debates on the curricu-
lum. Furthermore, smee, s noted above, our conceptual understanding of
curriculum hus limted applicability, our coneepts will be close to experi-
chve. The closer to experience and the narrower their range of application,
the more concepts there ares Inoaddinon, we have adready seen that a
further retreat to theory as o source tor i conceptual basis of curriculum
thought Teads alse o diversity both in the theereticad views themselves and
in the products ot cnitical thought about them. Accordingly, we are led to
the view that the diversity of curniculum pohicies and thought is partof the
titure of our beast, currniculum. :

There are those, of course, who still behieve that it is possible to reduce
curnculum diversity Indeed, comprehensive curniculum orderings such as
open classrooms, inguiry teaching, the new math, and Piagetian psvchology
undoubtediy g populanty. i part, because they promise order and sim-
pheiry - But our experience with bandwagons suggests more than a little
caution - this regard. The ordernmgs soon begin o talter as legiimate
diversity asserts both ats theoretical voree and s practical etfect. First one,
then another dea s offered as an alternative to the plan. At the same time

[1]
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teachers appeir who function poorly according to the plan; some students
suceeed while others have ditticulty; and so on. The comprehensive order-
ing which was designed for all turns out to be good only for a few. Thus,
what at first uppears to be a wholistic account is eventually seen as a con-
ceptul reduction. : .
Easley's' review of Gelman ind Galistell's The Child's Understanding
of Number s llustrative ®he book is on the cogninve psychology of chil-
dren's anthmetic and, as Easley points out. presents a view very different
from the behavioristic studies popular in the sixties and the even more
popular epistemologic fRggudies of Piaget which f()llo\:m()st of us are
aware that Praget’s many theoretical writings found their way into curricu-
lum-oriented journals such as Scivnce Education, into the curriculum policy
documents of nunistries of education, and into preservice and in-service
teacher education programs. We might well have thought for a time that-
Piaget. along With his epistemological orientation, was all that was needed
by curriculum planners concerned with the development of basic concepts.
But, says Easley—<learly uncomfortable with both the Piagetian and,
before it. the behavioristic reduction —Gelman and Galistell have written a
“landmark book, because it is part of the reawakening of the cognitive
psvehology of children’s anthmetic.” For those of us who have learned our
curriculum lessons well, we might have predicted that such a’book would
be written and that someone would refer to it as 4 landmark book. Pjaget
has things of importance to say, but he does not say it all. Children are more
diverse than Praget’s view suggests; and other views—behavioristic, cog-
mtive, amd others —also have things of importance to say. When one of the
views paisses for the whole, we may recognize it for the reduction it is.

Learning No, §: To Evaluate Methods of Curriculum Reform

Fhe 20 sears of turriculum activity marked by Sputnik and Skylab
were tueled by a drve to improve schooling through curriculum reform.
Fhus, the theorctical “thght™ of this period contains the potion that theory
would improve practice. But did it? Undoubtedly, more is now known
about curnculum, and there are better curriculum materials available. This
outcome can only have beneticial resulty in the long run. But there is
almost unequiv ocal evidence that the improvements did not come about as
mtended. Thiere are numerous research studies, reviews, and evaluation
reports ta support this point.™ One of our favorites in this regard is Gal-

TN Faslev, Ir, Review of R Ggelman and C. H. Galistell, The Child's
{ ndervtanding o Number © Fducatiopal Researcher 8 (1979). :

Some enamples are adb Mary FooDiederich, “Physical Sciences and
Processes ot Inquiry - A Catique of Chem-Stady, CBA, PSSC.™ Journal of
Research i Scecsee Peachurg 6 (19691 309-315: b) Michael Fullen and Alan
Pomtret. “Research on Curnculum and Instruction Implementation,”™ Review of
Pdwoational Rosearch 37 01977y 338970 ¢« Joseph B Giacquinta, “The
Process of Pducational Change in Schools,” Review of Research in Education

P ¢19?d)y 178,
11
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Lreher's study ' of the Biologieal Sciences Curriculum Study classrooms; he
reports that it is not noswhlc®or 4 visitor Yo determine whethet he/she is in
a BSCS classroom or g tradinienal classroom without noticing the text used.
Fhe curnicular hefd of study hnown as curficulum implementation is a re-
sponse to the Lt that Fesearch, theory, and new programs are not used by
schools s intended  ITmplementation restarch is designed to discover factors
mhibiing amplementation and 1o develop  successful implementation
sirezies, . ' ' '
From the pomt of view of the relationship of theory and practice, the
putting of research. theory . and curriculum programs into practice requires
application. Theory s apphied o practice. Just as physics studies physical
events and applies its theory to engineering practices, so—according to the
dpplied view  -ocial science theories study social events and apply their
theory to the practice of education. Thus, the commitment to theory
broucht with it a methodology of school reform which denigrated practice
M the mteresis of apphied theory. In the next section of this paper we
v bt the various teoretical respenses that have been made to the inade-
(uadies of this methodology . For now it suflices for us us to point out that
we have Tearned that the application of theory, research findings, and well-
rescarched curniculum deselopments is an inadequate methodology for the
improvement. ot schools. The corollary to this learning is that practice is
mostappropriately viewed as an independent starting point for the con:
struction of methodologies med at the improvement o: practice. We
cannot satsfactonily: proceed by continually adjusting the application
methadolosyas resistance develops uring implementation.  Rather,
methodelowies Tocalized i the nature of practice itself are required.

Learning Vo, 5: To See the Teacher Role in Curriculum Reform

the mipediments to curriculum reform through the application of

theony to practice are commonly viewed in implementation studies as orig-

matine i erther of two wources: the teacher or the organization of school-
mye Avcording to research lore, teachers actively resist change, and organi-
Zalions present gt by the weght of inertia. There is a rieh, relatively
mdependent Iiterazure on both of these matters. Space permitting, we might
protitably pursue cach. However, the pursuit of organizational theory would
hrine us ba ko practice and practtioners --hence, the teacher. Organiza-
tanad theoints tend 0”8 ey orginmizations o terms of the arrangement of
poadand persannel Thas, the inve tigation of an organization is the
myestiation of the mutual and ioteractive actions of the people who make
up the oregnization From the point of view of the curriculum, the key
pravtiiioner s the teacher He she is the curriculum agent who acts as an
ntermediy between learners, theoretical knowledge, and the world to

P11 Gadbicher  Teacher Varation in Concept Presentation in Biological
Scenee Carncalom Stady Carnculim Program.® (Urbana: Institute for Re-
search bxceptional Children, University of [lnois, 1966) . '
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: which knowledge refers. Acdordingly, we shall pursue only that line of
T T implementatiomwork which_views the teacher as an impediment-The reader— ———

: should recognize this simplification while granting us our view that other
ractitioner agents are best seen according to an understfhding of the L

tedcher. Our account closely follows a review of this matter by Connelly

and Beg:Peretz in a paper titlpd “Teachers” Roles in the Using and Doing

of Research and Curriculum Developments.* * The various developments

are summarized in Table 1. .

Table 1. Teachers, Carricula, and Curriculum Theory

S

| A TEACHER-PROOF |B. TEACHERS AS ACTIVE |, C. TEACHERS AS .
CURRICULA | IMPLEMENTERS PARTNERS IN , 2
L g DEVELOPMENT
. X X X
A +
. : ]

b
Materials designed to
minimize teacher
influence on programs.

e e —————— e ————

}

_ Teachers assumed to

. nave impact on imple-
mentation of curricular

. 1deas. :

* Action research and

" implementation-oriented

- strategies aimed at help-

ing teachers understand
curricular innovations.

*-— X

Teachers assumed to be
full partners in develop-

ment as user-developers.

Teacher inquiry oriented
toward: discovery of

“| curriculum potential;
change and transforma-

tion of materials; forma-
tion of new alternatives

[ ' : , l and decisions.

[ - : ‘/N
IR S it X" y x' 2
Legend x--developers curncular ideas; x'—translation of ideas into curricular ma-

terials. x "—implementation versions of cugeular ideas in classroom; y, z—alter-
native versions of curricular ideas in classroom

Early in the Sputnik-Skylab period, the curious phrase “teacher-
proof materials™ was popular; journals actually published articles on
whether such matenals were possible. (See Table 1, A.) This attempt to
bypass the teacher's influence altogether is the most visible expression of
the applied theory methodology of school reform. Now, however, few

‘- researchers write about such notions. Largely due to the implementation-

evaluation efforts of large-scale curriculum projects, it is generally recog-

Tized that teachers do nor neutrally implement theories and programs,

they develop prngréms of study for their classrooms by adaptation, trans-

lation_aind modification of given programs and research findings; they
v even ocepsionally develop their own curriculum materials.

As a-rgpuit of this reawakened awareness of the teacher's function in

curnculum '{c'qlopmcnt. somewhat more sophisticated notions of the

teacher’s rc)a&vns‘hip to Lhcury and proposed curriculum programs were

P Michael Connelly and Miram Ben-Peretz, “Teachers' Roles in the

Usink and Domg of Research and Curriculum Development,™ Journal of Cur-
aeudum Studies, torthcoming. o .
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3 . . % S .
developed. (See Table 1, B.) These ideas respect the influence of teachers
on programs and encompass the combined concepts of implementation and

ACHON Fesedich, Forhstance. MeNamara,#! in an article emitled.:‘Tcacherﬁ.

and Studgnts Combine Ettorts in Action Research,” writes that the objec-
tive of his article s to analv?e and suggest some supporting roles that
teachers and students can assame™ in regard to system planning within a
school district, *Although MeNamara refers to the active involvement of
both teachers and students in school planning, he points out that-this might
be an answer to the recognized ditticulties in implementing ~xternal inno-
vative prbjects in sehools. Likewise, in an article called *Action Research
in ‘the School: Involving Students and Teachers in Classroom Change.,”
Fullen = describes a project which is concerned with factors that take into
account the ditficulties of unlearning old roles and learning new roles in
ongoing social systems, For Fullen, school change would be facilitated by
an understanding of role changes.,

Lhe joining of action rescarch with implementation represents an
approach to school change which focuses on the implementation process
with the assumption that if enough Were known about teacher involvement in
curriculum implementation, theoretical findings and program developments
would tind their way more directly into the classroom. Admittedly, this
approach s more realistic in its recognition of the teacher’s influence and
more responsive to the teacher’s need to feel involved and effective. Yet the

approach retains the same basic stance on the teacher’s role that character-,

ized the rescarch and development efforts of the 1960s. '

AL first, action research-implementation strategies might appear to
be courteous and respectful of teachers and ideologically on the right side
of school change since they recognizg the influence of teachers over the
actual uses of rescarch and program materials. But closer inspection sug-
gests that such programs depend upon an unnecessarily restricted view of
teacher inguiry. They hold that teachers should limit their investigation to
strategies for adopting an dea and should not do an investigation of the
relauve merits of the rdea tself. If idea v is to be implemented, teachers,
however humanely. are to be converted to a belief in x and to a deeper
understanding of v Believing in a and knowing what is intended by ., they
will. according to action research-implementation strategy, teach x in a less
moditied. purer, and thgrefore more effective form. The principal fault in
this onentation is the ndtion that teachers play mere supporting roles in the
educatine process and are unable to act as critics at the level of ideas. Witk
such a notion it makes semse to be offended when teachers do not imple-

S hames BOoMoNamuara, U Teachers and Students Combine Efforts in Action
Research.” Cleariny Howse 47 (December 1972) 242.248.

SAfichae! Fullen and others, “Action Rescarch in the School: Involving
Students and Feachers m Claasroom Change” Educatonal Change and Society:
A Sowologey of Canadian bacation, ed. R AL Carlton and others (Toronto:
Oage, [976)
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ment as prescribed. and it makes sense to construct sophisti€atea, humane
methods o modify teachers’ role behavior in the direction of minimizing
thewr mfldence as gdapters of the “good” pew educational strategies.

The \.mnu«)

the joint,products of stheareticians, policy makers, and -high-level practi-
toners. It was not merely the theoreticians who worried that their theory

w.is not appropriately applied and who therefore undertook evirluation and -

imiplementation research. Policy makers who had a stake in demonstrating
their accountability to public wishes were equally committed to applied
theory as were administrative personnel who ofte saw their job in school
boards as the appheauon of local, provincial, and ‘national policies to their
situation. No doubt even u.uh;n vducated as they are in the tradition of
practice-as-applied: theory, aided add abetted the applied methodology.
There was not, then, a mere theoretically abstract test of the application
methodology for school reform, but a very concrete and concerted one as

well, There can be little doubt that the application methodology is inade-

;uau because teachers are autonomous curricu'um agents,

We may summarize our point by noting that when the teacher's role
as g thinking, dehberating agent oriented toward action is adopted, the
piciure changes. (See Table 1. C.) With such a view the teagher assumes a
posttion of autonomy over instructional alts and, thereby, over theories
and curriculuny developments applied to instruction. In an earlier paper® it

was argued: that rescarcher- -developers and teachers may best be seen as
supporting cach other in curriculum development by virtue of thorriter-
ent. but obviously celated. functions. This relationship decnswely shifts the
teacher’s Tunctuon from implementer to decision maker and independent
developer.
~Consistent with this notion of an effective teacher is the concept of
“currivulum potential.” < For Ben-Peretz the potential of any given set of
curnculum materrads encompasses developer interpretations as well as
posable uses that might be revealed by external analysts or implementers.
W aeree with her when she writes:

Curnicular materials are more complex and richer in educational possi-
hilities than amy st ot goals or abjectives, whether general or specific, and con-
Lt mere than an expression of the intentions of the writers, If we look upon
nraetials as the end product ot aereative process, then any single interpretation
vichds ondy o partiad pictare of the whole,??
>
Fhe anatdssis of “curriculum potential™ for a particular classroom situation
offers wide seope for the teacher’s exercise of a reflective investigative spirit.
Feachers try out vanous ways Of using theory and curriculum materials in

S Connelly, TFunctions”

* Minam Ben-Peretz, 1 he Concept of Curriculum Potential,” Curriculum
FHheory Nemwork 8 (l‘)-/*) ‘\ Y,

3 Jind, N -

P
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efforts o retain _thé theory application methodology'
+ Table 1. A and B) through accomniodations to teacher impediments were
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. conerete classroom situatiu,ps as they function in their particular, practical

situation, . : . . .
In short, the appropriate knowledge and experience held by theoreti-
cians and by practitioners cannot easily be ‘exchanged. Theoreticians, -in

“thelr Varogs guises aS theoreticiand, fesearchers. external developers, and

policy makers cannot adequately plan for particular circumstances’ when
they have no experience of them. Likewise, of c_aﬁrsc. practitioners cannot
adequately plan for generalizable knowledge and generalizable materials
development. Neither can the knowledge of the experts pass for the wisdom
of the teacheg, nor can the teacher’s wisdom pass for theoretical kﬁowlcdge
of what is to¥%e thought or developed. .

We do not propose, therefore, that theoretical work be abandoned, but
merely that our key practitioner, the teacher, be treated on his/her own
terms and not as a derivative of the theoretical. Each has a role to play. Our
problem is that the 20-year theoretical “flight” adopted a methodology
which implied that the teacher's function could be subordinated to the
theoretical function in the improvement of schooling.

‘Thus, our essential problem for this chapter is set. Theoretical knowl-
edge has its placé: and we have considerable insight into it, both from its
own publication and from theoretical criticism of it. We believe that theory
has a role to play in the improvement of schools. But we do not believe
that improvement can come about by any mere application of theory. And,
if weare not to think of the teacher as an adjudicator, adjuster, and adapter
of knowledge, thereby retaining the application methodology, then we are
committed to thinking of the teacher as a knower of the practical. We

" believe that this constitutes our rock bottom conceptual basis of curriculum

thaught when our concern is with curriculum as practiced.

" Thete is very little direct reseuarch on the problem at hand: Certain
notions based on our own studies are described below for purposes of bet-
ter undestanding this practical basis of curriculum thought. But we also
recognize that what we have to say at this point constitutes a mere nibbling
at the edges. The field of curriculum has been so devoted to its theoretical
fancy and to the retention of its application methodology that little thought
has heen given to the nature of teachers® practical thought. As that work is
undertahen. we may expect more satisfying practical conceptions of cur-
riculum thought, '

Intellectual Milieu for Teacher’s Curriculum Thought

Fhe intellectual milieu for teacher's thought is prescriptive in charac-
ter. This characteristic derives, in part, from the fact that there are numer-
ous stakeholders to the ground on which the teacher works.?® They each

"1 Muchael ('nnnclll. Robin J. Fnns, and Florenee Irvine, “Stakeholders

i Carnculum™ an Currvwlum Planning for the Classroom, ed. F. Michael

Connelly, Albert SO Dukacs, and Frank Quinlan (Toronto: OISE Press. forth-
i
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want something. More than that, they have a right to something.. Parents,
business people. principals, superintendents, and so ‘on come to mind. It may
be thought that students are the ultimate stakeholders, and so they are,
However, they have a special role in that they constitute the primary sub-

———ject matter of teacher’s thinking: we will, therefore, postpone discussion of

them until later. Policy makers also have a special role in that 1hcy'carry
legal authonty for their expression of what should be done in the schools.
It is, of course, the case hat policy is often divisible into statements of
. must and statements of should where only the must statements have legal
authority. Rescarchers and theoreticians have the Jeast direct stake in
schooling, although tne might imagine ditferently upon witnessing the
20-year Sputnik-Skylab “flight.” Nevertheless, while theoreticians are paid
to understand practice and to think up ways of improving practice, they
have no specific stike in any particular situation except insofar as they may
privately represent a business interest, their own children, and so forth.
Yet they too have operated prescriptively. It-is clear that the intellectual
stance behind the applied theory methodology of school reform is pre-
scripiive 1n character. Thus, on all sides, the teacher is not in a knowing
environment buf, rather, in a preseriptive, doing environment of other
stakeholders. Teachers are exhorted, expected, and required to do this, that,
and the other thing, and to do it better. While the theortician does his/her
work in a "what 18" environment, the teacher does his, her work in a “what
ought to be done™ environment.

Furthermore, the teacher’s own thinking is constrained by a need to
do something educational which, by any account, is necessarily marked by _
the growth of children. Thus teachers® thinking is characterized by questions
of what ought to be done to encourage the growth that is the purpose of
their work, and their thinking takes into account the prescriptive wishes of
stakeholders in their intellectual environment. A rescarch-oriented pro-
fessor reading this chapter will quickly grasp our meaning. His -her thinking
is very differeat when he she is pondering research problems thhin when

Jhe “sheis planming for his her own class instruetion. Academics, in fact,
thinik of these two functions as very different parts of their lives, Some think
of research and teaching as mutually beneficial; others grudgingly do one
at the expense of the other; and still others do only one or the other, either
I unversity settngs oran pure teaching or pure rescarch institutions. But
however they think of the relationship, few would hold that thinking about
rescarch and about teaching are the same.®? :

How does one function in this prescriptive teaching environment?
Schwab <% and others have named the method deliberation. People meet in

“There are exeeptions, of course. for example, professors who teach as
it teaching were merely an applicd branch of their own theoretical work. ‘Their
counterpart in the schools dre those few dryv-as-dust subject matter secondary
swwhonl teachers who aare oceastonally found.

* Schwab, “The Pracucal: A Language.”
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groups to discuss and debate ends and means; through this process deci-

sions on what to do are made. A number of studics have been done on this
, deliberative method. Schwab ¥ referred to deliberative.methods as “arts™ in
the last of his three papers on the practical. Walker * studied the delibera-
tive methods of a curriculim planning team. One of us has undertaken a

book of case studies of curriculum development, the notion of strategy is
used to refer to the deliberative methods employed by the subjects in the
case study. But these studies. important as they are to our understanding of
the teacher’s method of practical thinking, do not reveal the practical
knowledge with which the teacher does his/her thinking.

In short, we have been taught that teacher thinking occurs in a prescrip-
tive intellectual milicw. Furthermore, we recognize that teacher thought is,
itself, preseriptive in character and proceeds by the method of deliberation
on which there has been some research, But there is little research on the
nature Of the practical knowledge with which the teacher does his/her
thinking. It 1s to this matter that we now turn our attention.

The Teacher's Practical Knowledge _ -

Substantively, the content of the teachet's practical knowledge is easily
cataloged. Thege is knowledge of subject matter, students, milieu of school-
ing. development and organization of curriculum materials, instructional
procedures, and self. The latter is often overlooked.when one's perspective
is not practical. But when the teacher’s point of view is adopted, personal
goals, values, behefs, talents, and shortcomings come to the fore. These
matters affect the teacher's curriculum planning and teaching,

We might imagine that the above catalog of knnwledge areas was
merely filled with chunks of content knowledge drawn from the subiject
matter disciphnes; bits of theoretical knowledge drawn from various social
science disciplines; picces of accumulated wisdom of the field; recipes
drawn from the tradition of schooling in a given culture, school system, or
school, and acknowledged items from the personal teaching habits of the
mdividual. Indeed, to note these is almost to assert the commonplace.
Teacher education programs, for example, are commonly organized accord-
g to the areas noted 1n the catalog. Program content is normally drawn
from the subject matter disciplines, for example. the requirement of the
equivalent of 4 B.A from the sovial science disciplines, for example,
. . eourses in psychology | from accumulated wisdom of the field, for example,
methods courses and the use of associate teachers as “professors™; from

<P Schwab, “The Practical Translation ™

" Decher B Walker. A Naturalistic Model For Curriculum Development,”™
Nohool Review SO (1971 1S].68,

R S Rewd and Walker. Cuse Studies.
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traditions of schooling, for example, special <tate or provincial certification
requirements; and from local mores and personal traits, for example, prac-

tiee tegehing. This program; and the catalog on which it is based, appedrs:-

to be a realistic account of the teacher’s knowledge in which the practical
and ad hoc character of that knowledge is recognized. But if no nre than

Ahiscan be sand tor the reacher’s hnowledge. the reader would be justified in

wonderme whether it warrants being called knowledge at all. We stiggest
that the teacher’s practical knowledge is not smply a collection of random
theoretical statements combined with handy hints for the care and feeding

of stadents and leavened by personal idiosynerasy. Rather, we suggest that |

the teacher's knowledye can most usefully be viewed as a body of knowl-
edge, not a totally comprehensive or consistent one to be sure, but nene-
theless wbody of hnowledye held in o uniquely practical way and struc-
tired an terms of the teacher's practical purpases,

Customunly, knowledge iv thought to be structured in such a way
that the parts tornt a coherent whole, This is recognized in our metaphor
of 4 hudy™ of knowledpe. Knowledge, moreover, is thought to stand in re-

Lition to further hnowledge and to the phenomenal world. Its relationship

to turther knowledee permits its growth and development; and its relation-
ship to the phenomenal world s one of order, simplicity, and generalizabil-
ity leas true, of course, that different thinkers on the notion of knowledge
voncerve obats struvture, growth, and relationship to the world in a variety
ob ditferent wass. But the problems set by these three features are common
toall and recognized in branches of thought known s epistemology and
ontology “We have, therefore, coneeptualized the teacher's practical knowl-
edeae alone the same dimensions: orientations of teacher's knowledge and
crtaamzation of teacher’s knowledge. Our notions of the orientation and
onranization ot teacher’s knowledge permit us 1o construct a view of the
teachier’s hnowledge which allows for growth along the various orientation
directions and according o ats various levels of organization.

In what follows we eutline the notion of the teacher's practical knowl-
edues using catezonies developed ina recent case study of a teacher’s hnowl-
edee " Hlustrations presented here are drawn from that study. The teacher
reterred oo Sarah, o teacher of Enghsh and reading in a large suburban
hreh school We present tive orentations: to situations, to theory, to others
Crocabr toselt cpersonaly L and to expertence; and we present three levels
ot vrzarization rules of practice, practical principles, and images.

Orientations of Teacher’s Knowledge

T'o Situations. Tt s evident thaf the teacher works within the context
ab speatic sitanions His her use of knowledge in these situations is not
hke the theoretican’s application of 4 general statement to a particular

Frecma Bz A Coase Study ot o Teachers Pracrical Knowledge”
CPh D disertation Onano Institute tor Stadies 1 Fdueation, forthcoming).
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instance to determine whether the instance fits the théory. Nor i§ the

“teacher's use of knowledge akin to the lawyer's use of a body of legal

precedents, subsuming the details of a case to the general features of the
precedent which applies. For the teacher the instance, his her case, comes

first. The situation determines what aspects of his- her knowledge (theoret-'

ical view, clissroom niethods, procedural rules, habits, and so forth) wnll

* e selected as relevant and subsequently made use of. ‘The teacher's orienta’

ton to situations ymplies that we cannot speak of the teacher s~kno}vlcd5c as
fixed. In cach case the teacher will bring to bear a different range or

- selection from his her hnowledge, Lh()'st.‘n with u wcw to helping him/her

deal with the situation at hand.

For instance, ‘Sarah, the teaclfg in our case study, had extensive
hnowledge of communications and group dynamics which. she used
developimyg one umit of a course on learning. She was well aware that this
hnow ledee was equally relevant to the work g the group of teachers in-
volved in developing the learning course. But in thé latter confext this
knowledge was not brought to bear because if did not serve the group's
Jsh of prepaning for instruction. As Sarah put it:

‘Frersthing in the human side of me said. [ should show him that [ can risk
evpressiig my own doubts . L bat 1 didn't, because it was only ten minutes till
the class, od I eouldn’t allow myself that luxury, because we still had to get
over a4 tew paints

However, to think of situations as a sequence or series of unique
events, cach of which calls forth a different use of the teacher’s knowledge,
i to oversimphify. Teachers. we believe, perceive situations in their totality,
ind they cope with this perception by using knowledge to reduce com-
plevity. For example, Surab’s perception of her situation was rich and
complex But, partly as a result of the perceived complexity, she found the
classroom a stressful place in which she must “constantly be tuned in to so
iy things 7 One way Sarah oriented her knowledge to this situation was
by developmy and usimg materials with a relatively narrow focus in the

arca of learming shills. Structuding class work around specific techniques of..

reading, for example, enabled Sarah te betfer cope with her perception of
& chaotic classroom situation.

To Theory. As someone who works with intellectual materials, the
teacher must necessartly shape his. her work by some view of theory. This
view nie range from outnight rejection---for example, the teacher who

osees humself herself as a pragmatist working by trial and error in the class-

room  to deliberate, single-minded application of a particular theory—for
cxample, the teacher who is inspired by Piaget. In between, the teacher
may feel that theory s relevant but remote, or difficult to use; such a
tedacher may draw on theories of practice rather than on clearly theoretical
formulanons Whatever the teacher’s position, his. her stance with respect
to theory determines. what kinds of theoretical knowledge he/she will

vi
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draw upon and how he she will use it in a particular situation. Thus,
the teacher’s theoretical orientation shapes his her practical knowledge in

an lmpnrt.mt “.l\ ' 4

Sarah’s work with 4 Icurnmg course for secondary school students
is Hlustrative. Her stance toward theory was a very respectful one. She
saw theory as a hud\ of hnowledge standing above practice and “affording
4 broader view uul hecause. of this respect, she was sometimes inhibited
I making use uf theory. Y he *learning course, developed cooperatively
with ether teachers, began avith the intention of preparing materials on
thinking. But eradualiy the focus shifted o learning defined in terms of
tashs such s essay writing, which students were ashed to complete in |
school. The shuft did not reflect a change in what the teachers wanted but,
tatber. in what they conaidered  themselves knowledgeably capable of
domye. They came, quue correctly, to believe that thinking was a very
theorctical ficld. one i which they had hule education. Conscquently
they shiged. to learming, an area in which they thought they were better
prepared by both traimmg and experience. Thus, Itis clear that the redi-
rection of theit work was directly influenced by “their respectful view of
theors  Sice one way of f roceeding ¢ did not satisfy their notion oiéthc
proper use of theory, they chose another way that did.

To Others. Inevitably, the teachers knowledge is shaped by sacial.
condimons and constramts. Fxamples of the social shaping of teacher’s
hnowledge n, e been provided in recent years by writers in books such
as Knowleded and Control -+ On the other hand. teachers also use their
hnowledue guite purposefully to structare their social situations by orga-
mzmy chases o hring about paricular teacher-student relations, by in-
volving themselves an the development of curricula as a group effort, and
by promotny particular notions of teaching and learning within the com-

Jmuaniy ot ther colleavues. This active aspect of the social orientation of

teacher's hnowledye s of particular importance in our view because it
suppotts the picture we e drawaing of the teacher as an agent within the
curcrculum prowess.

Phe case study prosides o striking ex .unpk of the teacher’s socially
orented use of hnowledee. Sarah was a tedcher who strongly  disliked
hermye o positzon of power i her relations with students. She wanted to

cavond the “phoney srructure™ in which she was “perecived as the one ‘who

judges, the one who passes and the one who gets the other person into
untverstty.” In her work she gradually shifted her teaching focus from
Foelsh lterature to reading. In doing so she developed a subject matter
and a stvle ot work which allowed her to relate to students on the basis
of skt she could share with them rather than on the basis of some intel-
lectual property to be transferred to them. She also found a new context

"Machael b D \Lmnu ed o KNuowledge and Control: New Directions for
!/lc New lnlug\ ot Fodue anen (1 ondon ( ('“IL‘ “dtnll“dﬂ 1971)
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for her work in the school's reading center. The center constituted a
smaller sociad framework which was more congenial for Sarah than the
school as a whole for the sharning of skills with students,

To Self. Fyvery encounter between teacher and student reveals their
divergent percepuons of therr common situation, their attention to dif-.
ferentaspects of the situation, and -their ditferent interpretations of the
situation Thew pmm\' of view, and the interpretations which they pro-
duce. reflect @ personal ‘need 1o integrate, order, and render meaningful
one’s experience. The teacher’s personal orientation rests not only on
mtellectual belief but also”an perception. feeling, values, purposes, and
comnutment. These are retlected in ghe example just ciged: Sarah’s devel-
opment of subject matter in the area of learning skillg enabled her to meet
the goal of hcld\ing students to acquire shills ‘-md also allowed her to meet
4 personal neet! to be ina position of service to.students and (.)thcr teachers.

-

NJo Experience. Implicit in the situational and personal oricintations
of the teacher's knowledge st experiential base. The teacher's knowledge
is drawn ultimately from his her experience, gives shape to his her world,
and ailows him her o function in it. There are many ways of character-
wing the teachier's expericntial orientation. Schutz and Luchmann.™ for
enample, supegest that we look at the form and degree of spontancity the
teacher mamifests mteaching, at the level of attentiveness he ‘she brings,
at the numbgy of ditferent features of his her experience to which the
teacher attends, and at the nme perspective the teacher has on his “her
work Terms such as these allow us to focus on the quality of the teacher’s
experivnee gnd on the sivle of teaching and of thought, With respect to
Srah these terms aliow us toattend, for example, to a conflict between

“the spontanerty ot her teachimg and her wish 1o be in control of the direc-

ton tahen by student learnmg, This focus of attenton further enables us
o discover that when the subject matter she was teaching had been fully
worhed outs Sarah was better able to mediate between spontaneity- and
conttel i her teachim, :

Ir cammuany, Sarah’s practical hnowledge was composed of theo-
et practcal, and personal fragments. These fragments were' welded
mte an organized whole by virtue of the fact that Sarah was in an active
exchanee with her curnculuin situation. Her knowledge was practical
Because o tuncioned o onent Sarah in o way that permitted her. to act
i the sraation Welding, of course, i a poor metaphor to label the forces
whooh bonded her knowledee fragments into o functional whole. As the
vatous orentazons shitted i emphasis according 1o the tusk and the
mement, the particular shape of her practical hnowledge adjusted. Indeed,

e han \sclxl.é', we would do better to adopt a biological metaphor

YA Schutz and Thomas Tuchmuann, The Svuctres of the Life-Waorld
thvanston T Northwesiern University Press, 1973,
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; 7 :
- and use the notion of regulatory adjustment to environment. With this

. notion in mind, we ¢an say, in the case of Sarah amd in general, internal |

4

readjustments continually occur as the organism (teacher) inferacts with
its environment. The adjustments change the shape and expression of
the orgygnism in the interest of maintaining its ability to cope with the
environment. ’

Organisation and Structure of Practical Knowledge

"One consequence of adopting the notion of a Yuiyl structured per-
sonal knowledge composed of many fragments and foriented situationally,
theoretically, personally, socially, and experientially is that, once again,
we confront our old friend diversity. But,now we are firmly on curricu-
lum ground. Here, at least. is a conceptual basis for curriculum thought.

But have we created nothing more than a chimera in which flickering
~ituational events call forth flickering conceptual responses in practical
knowledge? This is one way of reading Schwab, who, it will be recalled,
piloted the theoretical “fliyfhit™ back to practice. Schwab noted that the
bringing to bear of practical knowledge on a problematic situation results
in a decision, and decisions, he holds. are always particular and non-
generaligable. A distressing implication of this reading of Schwab, for
Schwab as surely as for others, is that one cannot learn from one's ex-
perience. But surely teachers can and do profit from experience. Indeed,
practical knowledge as described gbove comes from practice. It is con-
structed through time by the actions taken. Some recognize this learning
with the phriase the experienced teacher; others, with the word wisdom.
But whatever we call it, we are compelled to think of it as learned through
practice. The reader is reminded that an orientaticn to theory is part of
practical knowledge and that the teacher's study of research and theory
in university courses will constitute a practical orientation. The teacher
will study. theory qua practice, unlike the inexperienced or the research
oriented. Thus, when we tatk of learning from practical experience, we
ciude the study of theory by experienced teachers. -

To account for this learning, and for the commonsense observation
that teachers act ™in general™ to some recognizable degree, we have
adopted three teems: rudes of practice, practical principles, and images.
The three teims reflect varving degrees or levs of generality in the
teacher’s organization of knowledge and embody s “her .purposes in
varying ‘ways. Rules of practice are statements, sometimes highly descrip-
tive, of whit the teacher dous. The use of rules of practice is a methodical
carry'ng out of the teacher’s purposes, which may or may not be articu-
lated. The practical principle is a broader, more inclusive, statement than
the rule. Practical principles embody- purpose in a deliberate and reflective *
way, the statement of a principle enunciates, or at least implies, the

alicndte which emerges at the end of a process of deliberation on a prob-
"fem. Finally, the image is a brief, descriptive, and sometimes metaphoric
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statement which captures some essential feature of the teacher's perception
of “himself “herself, his her teaching, his’her situation in the classroom, ,
or his/her subject matter. Images serve to guide the teacher's thinking
and to organize knowledge in the relevant area. The image is generally
imbued with a judgment of value and constitutes a guide to the intuitive
reahization of the teacher's purposes. _

Sarah’s knowledge of communication was expressed on all three
levels. Some of the rules of practice she followed are expressed in this
statement: I certainly, try very hard o listen very actively to the kids, to
paraphrase. to encourage them to paraphrase, and at most times to allow
them to express their concerns without judging them.™ The principle which
orders Sarah’s rules is that students should be provided with a class at-
mosphere in which they are able to take risks and thereby come to com-
municate more openly. ‘The image which captures in a metapharic way

“the purpose toward which Sarah worked is found in-her statement that

she wanted to have “a window onto the kids and what they're thinking.”
Equally, Sarah wanted her own window to be more open.

Conclusion

We have shetched a view of the teacher’s knowledge as practical,
ilustrated with reference to the practical knowledge of one teacher. In
domng so with Sarah we have shown how the world of practice continually

~ shaped that teacher's knowledge and, conversely, how the teacher herself

structured the practical situation in accordance with her knowledge and
purposes.

The reader may be wondering, however, what substantive guide-
lines, if any, can be drawn from this analysis. Situations differ; teachers
differ What knowledpe, what views are likely to serve teachers best?
What sorts of trauing and professional development will provide the most
appropriate practical knowledge and help teachers use their knowledge
cffectively? We can best answer these questions by summarizing what we
have done here and giving our recommendations.

We bewin by considering, and rejecting, a number of theoretical
starting points for tackling the job of developing conceptual bases for cur-
riculum thought. So we have not offered conceptual bases for the teacher’s
though!? i the sense of substantive content taken as yalid for all practi-
toners - conceptual furniture” with which to fill the teacher’s mind.
Instead. we chose to share with the reader our own experience of events
m the curnvulum tield and to show how this experience led us to see the
teacher with his her own knowledge and ways of using it as central to
curnculum. We went on to describe in detail one research experience—a
case stidy of g teather viewed as a holder of practical knowledge—and
toartivulate the conception of practical knowledge to which this experi-
enve pave rise Inoso doing, we have elaborated a process which teachers
may tollow to arnive at their own conceptual bases. We have argued that
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the teacher’s curriculum thought is practical and that it arises from ex-
perience in dwnique, personal—though not unprincipledf&—way.

Our view of teacher’s knowledge as practical and ‘3s central to cur-
riculum thought rests on assumptions about knowledge, about teaching
and learning, about the social milieu: our assumptions grew out of our
experience with curriculum and with the work of teachers. Here we can
only suggest some of our assumptions. Following Dewey, we take a view
of knowledge as a process of inquiry, emphasizing the act of creating
knowledge through inquiry rather than the work of acquiring the fixed
products of previous inquiry. Thus, we assume that the subject matter of
instruction should be presented. at least at times, as a process of inquiry.
We stress the active, constructive, ditd~purposive nature of mind and of
learning. We believe the teacher learns from the act of teaching.

Our purpose is not to argue that the reader adopt our point of view
but to illustrate a process and recommend that teachers adopt a personal
version of that process in their own work. That is, we are suggesting that
teachers begin with their own experitnce and work to understand and
articulate it. The concepts that will be needed to give form and direction
to a teacher’s experience cannot be specified in advance; thcy are de-
pendent on the teacher's situation, needs, purposes, predilections, training,
and the like and should be closely tied to these practical considerations.
At the very end of such a process, when the teacher has come to a clear
understanding of his her own experience and is aware of the knowledge
he she uses to deal with that experience, then and only then he/she may
wish to begin to operate in a theoretical manner, spelling out his/her
basic assumptions and clarifying these, but always with a view to further
serving his her own practical needs. .

'his process we have discussed is a new one for teachers who have
not generally been trained to respect their own experience as evidence of
Anowledge and as o means of extending that knowledge. It is important
that teachers be provided, in teacher training and in in-service workshops,
with varied opportunities to become aware .of their own knowledge and
of how they are using it. Only then will they be able to structure their
own teaching Situations so as o improve practice and at the same time to
merease the range of their experiences and thus to extend their own
hnowledge. We believe that teachers would profit greatly from making this
process acanscious part of their work.

~
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| ‘Conceptual Models of the

Cumculum-Planning Process
Geneva Gay

.

Curnculum copstruction 1in the United States is generally conducted in a
shuckimgly precemeal and superficial fashion. “Reforms™ are implemented in
response o popular Jamor and perceived social crisis; “innovations® are often
hittle more than jargon. and the whole process is influenced mainly’ by mere
educational vogue. The results, of couse, are school programs characterized by
tragmentation, imbalapee. transience, caprice, and at times, incoherence.!

' Robert Zais

SOME (URRHUTUM WORKERS would argue vehemently with
Robert Zais™ assessmént of curriculum planning in American education.
Others would applaud his perceptiveness. Whether one agrees or disagrees
with Zaiw' deseription of curriculum practice in the United States, most
would agree that curnicglum planning is an extremely difficult task. And,
1ty one that oceurs without a single set of concise, prescriptive guidelines.
Curniculum development is far from being a purely objective or scientific
enterprise that follows o universal, predctermined planning process; cur-
riculum development s more of an "artistic” endeavor that is often chaotic,
pohtcal, and emergent. 1t embodies a combination of intuition, individual
mitative and creativaty, tnal-and-error experimentation, social politics,
and educated guesses,

While no one set of prescriptive guidelines is agceptable to all cur-
riculum  speaidlists, some consensus exists concerning the generic com-
ponents of cutriculum construction. Curriculum theorists and pragtitioners
agree that, i one form or another, curriculum development fncludes:
rdentitication of educational goals and objectives: selection and organiza-
tuon of content, learming activitivs, and. teaching cesses; and evaluation -
of student outcomes and the effectiveness of the design process. However,
what approach should be taken in trying to accomplish these tasks so that
the process of curniculum planning is syStematic, coherent, and effective

PRobert S Zas preface to Curricutum. Principles and Foundations (New
York  Thomas Y Crowell Company, 1976), p. i,
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is problematic. Some theorists and practitioners recommend the use of
academue rationalism ay the modt feasible approach to the planning
process; others appeal to the psychological. order and experiential inter-
actions of the individuals in the teaching-le: irning process; others endorse
scientific technology: and still others recommend the political realities of
given school situations, :

In actuality curriculum practitioners usually do what the particular
situations and circumstances prompting instructional dcvelopment demand
at a given point in time. Rarely, Sif ever, is a single conceptual mode! of

curriculum planning used to guide curriculum practice. Rather, practitioners
are more likely to use an eclectic approach. In the act of creating curricu-
lum, they combine bits and pieces of content and processes from different
theoretical models to make their actions coherent or to develop a work-
~able fnrm.u that can turn the potential chaos of conflicting demands, needs,
and intérests of ditferent constituent groups into reasonable, manageable
“insgructional plans.

Despite this “reality,” there is a place for theory in curriculum prac-

tice. According to Ronald Hyman, a particular focus in the curriculum-
planning process is nec sary “to give coherence and rationality to the
decisions made concegnipg the curriculum.™ ? Louise Berman contends
that “the curriculum must establish its points of emphasis or priority. With-
out such emphases the curriculum becomes bland and does not provide
the means of dealing with problems of conflicting interests.” ® Robert Zais
suggests that a “theoretical framework, judiciously conceived and utilized,
is just as esséntial for the rational, orderly, and productive conduct of the
curriculum qenterprise”™ " as historical perspective. Hilda Taba declares
that “any enterprise as complex as curriculum development requires some
Kind of theoretical or conceptual framework of thinking to guide it.”$
{ urrizulym theory can vither guide practice or can be used as a perceptual
sereen through which practice is interpreted and ordered.

Four discernible models for conceptualizing the curriculum-planning
process exist For purposes of this chapter they are identified as the aca-
demuc model. the expeniential model, the technical model, and the prag-
matic medel These models are not pure: they do not constitute mutually
exclusive categories. None is functionally operational: curriculum practi-
tioners will not implement the model in its idealized or theoretical form
or employ one model to the total exclusion of all others. Rather, currici-
lum workers are likely to use segments of one or another of the: models,

*Ronald T Hyvman, ed. “The Curriculum Issue,™
ricudum (Fnglewood Chtfs. Prentice-Hall, 1973), p. 3.

Yl ouise Berman, New Priorities in the (urmulum (Columbm Ohio:
Charles F Mernill Publishing Company, 1968), p. 2

YZ2as, Curriculum. p. 75.

*Hilda Taba, Curriculurm Development: Theory and Practice (New York:
Harcourt, Brace and World, 1962), p. 413,

in Approuches in Cur-
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= depending upon the specific characteristics of the schpol's sociopolitical .
. {¢nvironment, copstituent interests, needs and demands and upon general
i educational trenl and prioritics. There is some qverlap among the models;
' however, cach has a particular point of departyre, a core of emphasis, a
" primary focus that is unique. Each of these models is discussed in detail.

The Academic Model f .

Some Lurnculum specialists contend that curriculum development is

a systcm.mc process governed by ucademic rationality and theoretncal

¢ logic. This approach to the curriculum-planning process is an "academic
one in that it is based upon the use of sgholarly logic in educational deci-

sion making. It praises the \'sdom of imfellectual maturity and academic
rationality. The curriculum epecnahst is |thus placed in the position of

making most curriculum decisions unilalerally. This conception of cur-

S riculum planning appears more %ften in the literature of curriculum theor-

>~ lzing than in the field of actual curriculum practice.

' The academic model of curriculuny development, for whlch the Tyler

.« Rationgle pmvndes the theoretical and ideological contours, suggests that
there is a quaht\ of curriculum planning which transcends idiosyncrasies
of particular school situations. The process begins with the identification
of objectives and continues through the .selection of content, learning .
activities, teaching techniques, and evaluation procedures. As Taba sug-
gests, “no matter what its nature, the statement of desired outcomes sets
the scope and the limits of what is to be taught and learned.” ¢ The pri-
ority item, then, in, the academic approach to curriculum planning is
identifying objectives, using intellectual rationality to accomplish this task.
Curriculum workers who perceive instructional planning from an
acadenic framework rely upon five foundational sources for determining
desired learning outcomes. These are the learner, society, s:.bject matter
disciplines. philosophy. and the psychology of learning. “No single source
of information is adequate to provide a basis for wise and comprehensive
secisions about the objectives of the school. . . . Each source should be
given some consideration in planning any comprehensive curriculum ‘pro-
gram.” 7 Therefore, concerted efforts are undertaken to.compile a balanced
list of objectiygs which is consistent with all five of the major foundational

sources of de¥ired learning outcomes.

. The academically oriented curriculum developer tries to get as much
valid information as possible from as many reliable sources as possible
to determine what kind of changes in student behavior (e.g.. learning) is
most desirable. Learners” needs and characteristics are examined in terms

“Ihid.p 197. ¢
TRalph W._Tyler, Busic Principles of Curriculum and Inslmmon (Chicago:
University of Chicago Press. 1949), p. S.
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v of physical, psychosocial, intellectual, and moral development. The re-
search and theories of such developmental psychologists and learning
theorists as Piaget. Dewey, Maslow, Prescott, Kohlberg, Tanner, and
- Havighurst are used conjunctively to develop composite, general profiles
N\ of learners. Anything less than this comprehesive analysis is considered .
insutlicient, in view of the fact that human growth is developmental, orga-
nismic, differential, asy nehronistic, and cyclical. _ '
. / Formulating o generalized profile of learners’ characteristics is a
necessary function of curriculum planning, but that profile is not suffigient
* to determine desired learning outcomes for individual students. The cur--
. riculum worker must also obtain data specific to individual students. The
list of objectives must include “some needs that are common to most
Amcrican children, other needs that are common to almost all children in
the given school, and ‘still other needs that are common to certain groups
within the school but not common to a majority of the children in the
« o oschool ™ )

Angther source of objectives in the academic curriculum-planning
model is societal’ deeds and characteristics. The historical patterns of goal
identificaton i American education provide sameg insights anpd directions
imto what might be plausible objectives. K owinzt_his. the academic cur-
riculum worker congults Committee of 'l'cnirefm{tﬂ. "Seven Cardinal Prin-
ciples of Secondary Education.” Education Policies Commission reports,
“Ten Imperative Needs of All American Youth,” and more recent (1972-
1973) reports by several commissions on the reform of secondary educa-
tion. Also availuble are data from sociological surveys, technological

. advancements, employment studies, pelitical action and public opinion
polls, and marriage and family life studies. Economic crises, value con-
fhiets, mass medn, environmental pollution, racial disharmony, and per-
sonal alienation and wolation i a technological society may also be taken
nto account i determining instructional objectives.

Subject matter disciplines constitute a third data base for the identifi-
cation of educational goals and objectives. Discipline specialists assist the
curniculum worker in formulating objectives by providing both substantive
content and svntactical processes for intellectual skill development. Philip
Phenmix has dentified content as the greatest contribution disciplines have
to offer to curniculum development. He argues that “all curriculum con-
tent ~hould be drawn from the disciplines, or, to put it another way, that
onlv hnowledpe contsied in the disciplines is appropriate to the cur-
nculum.” * According to Cecil Parker and Louis Rubin, “The predomi-
nant value of a subject Lies not so much in ity accumulated !'nformation or
i its antellectual artifacts, but in its special way of looking at phenomena,

Sihad L p 1O

?Philip H Phemx. “The Uses of Disaplines as Curriculum Content.” The
Euéueanon Forum 26 (March 1962): 273,
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At its methods of mqu?y its pro;cdures for utilizing researcH and its modcls

for systematic thought,™ ¥ ’
The logical, rational, and systematic investigation of ledmers souety.

and the disciplines produces far too mafly objectives’to be manageable in -
p p ) ) £

an eHective instructional program. The psychology of learning and phi-
losophy of education, the two other sources for formulating desired learn-

ing outcomes, serve as screens for selecting the most significant objectives

from among those already tentatively identified.

When using learning theories to select curriculum: oh]eunvcs ¢on-
tent, and learning activities, academically oriented- curriculum workers
consult experimental and developmental psycholpgy, as well as anthro-
pological. sociological, and sociopsychological studies, They investigate
cognitive, hehavioral, gestalt, moral, and sociocultural (or environmental )
theortes of humag growth and development to derive u)mprchemlvc and
prescriptive principles of learning. The resulting data enable them to
wentify desired learning outcomes that are developmental in nature, to
determine the most appropriate sequence of objectives, and to ascertain
the conditions requisite for learning certain types of objectives. These in-
vestigations also help curriculum planners to understand that consistency
ad integration among different learning activities produce multiple out-
comes and are, thus, desirable guidelines for instructional planning.

The particular educational philosophy adopted by a éurriculum
planner implies major values and beliefs -held about what is the nature
of the good hife, what is the role of education ingitS realization, what
hnowledee is worth hnowing, whether schools should teach youth to fit
into the existing soctal order or to reconstruct society, and whether the
same educational experiences should (or can) serve equally well all
classes and ethnie groups in society. In the academic process of curricu-
lum planning, it v more important for these philosophical questions to
be ashed and carefylly considgred than for a particular set of responses
to be endorsed. However, some schools of thought appear to be more
compatible than others with the overall character of academic rationality
in curriculum development. The more compatible include those philoso-
phies which view the fundamental purposes of education as the preserva-
tion and transmission of the cultural heritage and cumulative knowledge
of humankind, and the development of the intellect. Traditionally, these
philosophies have dominated secondary curriculum relative to priority of
objectives, disciplinary-based sources of content, and the structural scope
and sequence of junior and senior high school learning experiences.

/ Since the Woods Hole Conference in 1958, the publication of Jerome
t

runer’s Procesy of Fducation in 1960, and the national curriculum re-
form movement of the 1960s, academic rationalism in curriculum planning

L) Ceal Parker and T ouis Rubin, Process as Content: Curric ulum Dvs:“gn
and the Apphcanon ot Anowledge (Chicago: Rand MceNally .and Company,

1966y, p 22
| 12
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has broadened its conception of desirable content to mdudc methods of

disciplined inquiry, the development of cognitive processes or intellectual
skills, and the structure of the disciplines. The change in Philip Phenix’s
conception of what constitutes legiimate curniculum content” typities this
modification. He says:

Itis more important tor the atudent to learn to become skillful in the ways
of knowing than to lears-about ay particular produet of investigation. Knowl-
edge of methods makes 1t possible for a person to continue learning and to
undertake inguiries of his own. Furthermore, the modes of thought are far less
transient than are the products of inguiry. !

Parker and Rubin corroborate Phenix’s arguments and extend them some-
“what when they remind curriculum planners:

It s thwugh exposing the learner to those processes v.huh accompany

Cman’s manutacture and utihization of knowledype that l\mmlcdgc itself and its

tunctional worth can best be claritied. Also. it ix through exposing the learner to
these provesses that the unique characterhtics of his personal learning apmudu
nuny be utihzed effectively. '

Giiven the rapid obsolescence of factual information jnd-the incredible
rate of knowledge production, it seems useless for school Curriculum to
place oo much emphasis on knowledge acquisition per.se. Rather, it is
more plisusble to concentrate on those generic intellectual skills that are
endunng and apphvable in any learning context. These skills—decision
making, problem solving, reflective and etitical thinking, valuing, concept
fornung, data processing. ¢te.- have their own internal legical order which
v conducive o systematie analysis and comprehension. As a result, cur-
riculum workers using academic rationality in program planning view

subect matter s mstrumental to the development rf intellectual
ahilities that can be used inareas other thin those in which the processes were
otnally detined For example. content in history or biology is considered less
tmpoertant than the development ot the student’s ability to inter, to speculate, to

dedace. or toanadsze. These abilities .- will endure long after the particular
content or knowledge s torgotten or rendered obsalete by new knowledge. '

In order 9 assess the extent and kinds of changes in student be-
havior that result from planned learning activities, the academic curriculum
planner desiens evaluation procedures that will provide opportunities for
students to demonstrate learning, will be multidimensional, and will occur
at dutferent mtersals i the instructional process. The goal is to acquire

informanon on bath student academic achievement and the effectiveness

ot the curnculum-planming and implementation processes,

UPhlip HoPhenins Realiny of Meamne (New York: MceGraw-Hill, 1964),
p ti
FoParker and Rubin, Process ay Content, p. 29,

ot W bner and Fhzabeth Vallanee, odv . Conthening Conceptions

of Coorrzardiom (Berkeles, Calit MoCutchan Publishing Corporation, 1974),
p 19
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~ Numerous curriculum desipns which are the products of the academic:
appraach to curniculum development exist, The most familiar of these are
the discipline centered or separatessubject designs. Their focus and se-
quence are determined by the fozic of acadenue rationality, by “expanding
horizons” and “sprral " orvanizational patterns, and by the inherent strue-
ture of disaphinary content T hnowlddge explosion, the proliferation
of subjects and e crcasinyg empliasis oncogeept niastery e instruction
have necessitated other curnculum oneahizational patterns, Noticeable
amon these are core procrams (e " broad tields, problemis approaches,
cotrclated and tused desaenso . combinations of separate subjects to form
sinzle courses ey L seaotzuntios, ethnomuacology social psychology,
ete ), mterdisarplinany studes, myuiry anto the stracture of the diseiplines;
and functional Lreracy ~haio development cee. teaching reading in the
content arcas i,

The Expericntial Model :

“Unlihe the acadvm comndel of curniculum planming, which claims a
hieh desree or brectvty and amiversabiny and tends to cumulate in dis-
apline o subecsccRiered costrectonal designs, the experiential model
iy osubpectinve perseetane o n utistie, and transacttonal. Btos o learner-
centered atvecarented iproach o teachimg and learmimg, [t emnha-
sizes such educatona® prnaples as teachers and learners working co-
operatively too ke Caincdium deasions Te utihizes self-directed, self-
puceds unstracisc b and persondized imstiuctional programis, Tt theorizes
that personai Secbaes erudes, values, and expenendes are critical cur- .
nenlunr content it actee inselvement of studenis moplanning learning
BV s et D iz Jeanmine outcomes, that people create
then avs ohienvene o werlds throush selective, pereeption, ang that
poople O en’y b b B personal mcanimy to theme By eaension, .
it et e g valat cnrricalum s oae that results trom a plan-
Lt process cave e e most directly attected byt and one that s
Beeod e ccn e T abways evolvng, s strongls rooted ing inter-
Porsera sl e b e ot e 1o st tonal relativesm M

Phe abau e Craadtenstios of  the experential curriculum-
pPlomeo s noacess e - cmphases on chikd centeredness, anterpersona
e vt ol Hen il o the development process, the evistens—
ol order ot e stual imvolved e learine actaties, and the pnimauacy

bt

o attecinve comeent o nstinchon B considers paachological and cultural
Droacrersaos b cd sl learnens tasoseen from the perspective of their
ceava percepinal reandv to be the nrjor <ources of instruciional objectives
end e substanene contes ol e carnctlume Particular attention s given
<+

v Bermoaa aed Tes e v Rundereh ods Fecloe Vi and the
for e e e e e e MW shigton, DO Assadiation
Tor Sapessisoen b Ccrncadnm Development, 1977
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. . _ -
to rerdoreme and desceloping the haman qualities of learnets (both as
ndndduals sad as mesbers of oosocial ordery, as well as to maximizing
prowth toward pavcholocwcal interration or self-agtualization of the whole
peran Aithur Foslie's conception ol a chumane curriculum™ is con-
sistens with the cew o1 curncslum deveropment as an esperiential plan-
mng proces. He suecests that the function of education s to celebate the
hunen condimon To acineve this soal curniealum content and experiences
must be respensive to gl those gquahities of individuals which are essential

tothe presersation of thea humanity, Fhese qualitips include the intel-

fectual, the conotaonal the soaal, the physical, the aesthetic, and the

sprotu . Phorelore the feaener as o bemg g perpetual state of be-

coenuny more tumane prosdes the dircctional focas for curriculum  de-
sty anid procvess SR aad atfeciive expeniences constitute the content
ol the carncu:uny .

Scibcontiab or ey edis oaal enperiences s oa eritical coneern in
expenentad cuttnulum desciopment. This conception of - instructional
phanime accepts the ardumenrt that an individual’s evaluation of self and
semse of personal efficacy are, in part, a consequence of feeling in control
of cne’s own destiny sod of Believing that one's opinions, ideas, values,
and dedsioans e emesortens Stadents are kel to feel better about them-
selves nd the valdiog o e edacational experiences and to be more
doadenncativ prodactnve when they execute some power, authority, and
ContTron ov e ther o eartimy .

NVevperentath orented curnculum worker abo believes that in-
dividids know chemaeives better than anvone else knows them and are
therctore capabie o ntenirsny and selecting learning experiences that
wils Lacboate thor ewer snowth and deselopment. Carl Rogers. an advo-
crre ol eaperental e oo vhserves that "man’s behavior s exquisi-
el phonad mone wath o subtle and ordered complexity toward  the

voses b ergesan b eseavonme o achiove T Walliam Kilnatriek argues
cnndari o Beochaon e that Cthe sery essenve of ife is the effort of
Phe e e soodeat saccosadully wath s confronung situation. The

sl ovEsr D v o g, sts the orpamisin to action, The organism
pret s e e e sehier thae mather, and it makes efforts accordingly.
N e o e o process Bies the fact of preference.” VO Thus,

too e oapeocet s casraaam planner, indiaduads” sell-pereeptions and

LERLETEE I O S TS Foward o Homane Curniendam ™ 0 Evsavy on
Coaa o NG Yoon Teachans Colleres Caurnenium and “Teaching Depart-
mep? DTy s T T

Coelo v R s onand Beconine o ballv Functioning Person.™ in
oo onc Beeso e Ko e N e Focus b FBducarion, ed. Arthur W,
Coho W o peran ) \sodiation b Supersiston and Curniculume Devel-
YATE T TY B AR LTI IS N i

Moittan H Rdparrck Hhe 1 sentiads o the Activty Movement,”
Foooooavea S aqen D cdtober 1934 147 :
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= personal preferences, their assessments of self-needs, and their progres-
sions toward self-integration are essential formative data in the curriculum
deaision-making process.

Curricalum workers who onerate expetientially m designing instruc-
tional plans beheve that sinee people are the products of their experiences,
acquiring comprehensive perspectives of these experiences is central to
the development process. A significant portion of learaers experiential
> realities emanates trom their soctal cultural backgrounds and frames of ¥

referenee. Social enpenences, b dentities, wnd cultural heritages and

conditioning are as much a par: of %n indwidual's personal endowments
3 apd kearming potentialities, and are ;/\'signiﬁcuut in curriculum planning,
as imellectual abilities and psychological eharacteristics are.'™ Since learn-
Ang results fram the selection and modification of perceptions, and since
cultural condiiong serves as a filter through which experiences are
serecned and assened meamna, understanding the cultural life styles and
henitagds of learners 1 imperative for designing effective instruetional
plans. Therelore, educators should systematically. investigate the cultural
backpround of students “in order to comprehend the impact such a back-
ground has on the way in which the child pereeives the world and is ac-
customed to ermng and bemy taught. On the basis of such investigations
the school and the teather can promote continuity for the child.™ ¥ )

How students from virious social, ethnic, and cultural backgrounds
respond 1o school instructional plans and processes is partly a result of
the degree of congrueney between their culturally determined perceptions
ot teacthimye and fearming and the chatacteristios of school curriculum con-
tent aad fearnmg actviues . As AL L Hallowell points out:

W hat s dearned and the content of acquired expericnees in one society come-
parcd with another contitute pmportant varbies with reference to the full
tderstanding explanation and prediction ot behavior of individuals . . . personal
adpstment imoa behasioral environment with culiurally constituted  properties
produce varcibibies i the phenomena of set and expectaney so that in uny given
peteeptial sitwation such tactons tahe on ditfetential directive importance.®®

These duferential perceptions are particularly apparent in learning styles,
communication hehaviors, vilue systems, and motivational patterns—cate-
pones of crical varnables for planning and executing instructional pro-
arams of nrvmum ushty to ethnically and socially diverse pupil popula-
tions,

S Cole S Brembedk and Walter H. Hill, eds . Cultural Challenges 1o Edu-
catier thenington. Mass 1 enmgton Books, 1973).

Slhomas 1o LaBelle. A Anthropologicai Framework for Studying Edu-
cation,” o Fducationai Patterns and Cultural Configurations, eds., Joan L
Robertaand Shertie Ko ARinsanya (New York: David MceKay Company, 1976),
p X

2 AT Hallowell, " Cultural Factors i the Structuralization of Perception.”
m Duercadtied Comontionation A Reader, eds | Larry AL Sgmovir and Richard
b Porter «Belmont, Calit Wadsworth Publishing Company, 1972), pp. 50-51.
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The cxpcri:-nual curnculum model places high priority’ on educational
objectives that are person- and process-oriented ‘and that contribute to
the personal mtegration of learners as individuals and members of a social
order. These objectses include: Tearning how to learn and how to think -
crtically and autonomously, valuing, developing positive. self-concepts,
taking Soctal perspectives, paticipating in dernfocracy, developing indi-
vidual creativity and socual etheaey. Idenufying these outcomes as “edu-
ciation tor bte.” Fouls Rubin explains that people should learn to think,
o feel 1o Tove, to value. o hve, to aet, and to find personal meaning in

Sdanly activities. ™ Bfuno Beatelheim argues that because our technological

-~
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sociely catses pssehological problems aind disintegrating behaviors in in-
dividuals, the curniculum should help individuals learn to relate to others,
to analyze past experiences and make inferences from them for future
behavior. o understand selt well enough to maintain personal identity
and respond reasonably and meaningfully to life's situagions according to
personal interests, values, and belicfs* These emphases on process skill
developnient e not intended to aimply that knowledge, content, .intel-
lectuality, and cultural heritage have no place in the educational process.
Rather, they merely sugzest that it is the *doing acts” of schooling which
produce the greatest good.” = .

Acnviny and experience create the primary syntactical contexts for
the reabizaton of socaly anterpersonal, and ntellectual process skill de-
velopment John Dewes eypressed these sentiments in 1897 in Article 111
of Ins Pedagogic Creed. Fhus creed said. in part:

The socrad Bite ot the child s the basis of concentration, or correlation, in
AU his gy and growth The soaial hite gaves the unconselous unity and the
backaronnd ot wii hus ettorts and ot all his attamments L0 the true center of
cortebation on the school sulRjects 1y not seence, not literature, nor hiS(Ol’)’. nor
peographe bat the chibd s own social activities L education must be conceived
AN coniing eeonsdtuction ot experienee, that the process and: the goal of
vducaton are one and the samy thing. . o
Pducating the “whole™ Cheld through the use of experiential content and
processes fed Walliam Kelpatrick to advise curriculum planners:

Fapenence m o which? we interact meaningtully. with situationdis thus the
esweiics of hian ite Bemyg what we ares a stituation stirs us chiefly by the

lous R The Objedt of Schooling An Evolutionary View,” in
Lore SR o Scaced Ged Sesiets (Washimgton, D O Association for Super-
vision and Curncalum Deselopment, 1969 pp. 15234,

“ Beeno Bettelheim, Autonomy and Inner Freedom:; Skills of Emotional
Muanawement o Fee NG rare Schoaly and Society, ed.. Louis J Rubin (Wash-
incton, 1 Voociation o Saperyision and Curniculym: Development, 1969),
PP Ty.ag .

SURubing TEhe Odyect of Schoolimg,” p. 3

“Hlohn Dewes  The Subject Matter ot Fducation.™ in Approaches in Cur-
rcudm o ed - Renadd FoHyman tF nglewood Clitfs: Prentice-Hall, 1973), pp.

AT
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_ L '
meantgs it arouses. We then react with efforts at controlling the situation
acvording 1o our p!’crcﬁcc\ In these efforts we are progressively changed
L we undergo learMing ctiectsy and we also change the sitaation.®?

Hilda Taba has applauded the cruciality of .mnm and experience in
curriculuni development. She says:

Peeple Iarn only whae they experience. Only that learning which is related
o active purposes and v routed i esperience tranilates itself into behavior
change T earmng mots true sense s an active transaction. . . . To pursue active
hearming the learner needs to engage in actisities which are vital to hiv: in which
he can pursue personal goals and satisty personal needs, 2

Curniculam workers operating from an experiential &ramcwork may
cmploy the methodology suggested by Florence Stratemeyer and associates
tor the selection and organezation” of curriculum content. According to
them the, most siemficant learning activities for students are determined
by the persistent Bife situations that recur throughout a person's life. These
persistent hife situanions fall into the categories of individual capabilities,
social abilities, and .tblhtlc\ to deal wth environmental forces. This strategy
for selecting gnd organizing instructional content is consistent with the
expetiential model of curriculum planning in that it recognizes the unique-
ness and the smitarifies of individuats, helps learners face the world at
thatr own feveds of readiness, uses personal meaning and individual .experi-
ences s legttimaie curriculum content, and values the daily life of learners
Jy important to education. ‘The planning pr{scss suggested by Stratemc)cr
ard assocnates s alve characterized by emergence, flexibility, envnran-
mentalism, imvolvement learning, and differentiation in lcarmn; activitios.
Lhese authors remind curriculum workers:

Sitiee it grows out o the experences of learners, the curricutum will always
be developmye and tlenible Pervistent Iife situations reenr in many combinations
i the fearners” danls hite bact predictions as to how or when a given group of
leamners will face o particular problem or as to which persistent-life situations
may beomterwoven an an mmediate concern are not possible. To differences
cocsioned by ovaratens anandividual maturation rates must be added those
tesolhing trom the expenences learners have had and from the homes and com-
mmties i which they are grosing up. The chaice, organization, and guidance
of the enpenences ot any group, theretore, will grow out of -~ situations of
Ienie schook and community the particular grodp faces #7 _

In actuadhizing important cxpmcnu.xl content and learning auwmcs
the curniculum planning process must make provisions fo* students to

deveiop thar ndivdual ditferences, to develop self-knowledge and per-

KRolpatich . Fhe Basentials of the Activity Movement,” p. 349,
Laba Ceonviciom Development. p. 301,

“Elerence Soodemeser and others, Deve lopinge a Curriculum for Modern
Foore 2nded rey oNew York: Bureau of Publications, Teachers College,
[9sS7y P 117
~
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ceptions, to expenience relating to others, and to understand themselves
ds social beings operating in 4 multitude of social systems. These goals _
can be attamed by using such content and methodologies as laboratory
learning, acsthetios, values analysis, experimentation, role reversals and
soctal perspective-taking, moral dilemma discussions, eritical thinking and
problem- solving, inguiry and dx.su;vur.\'. multicultural education, and in-
trospective selt-uanalysis, )

Expeniential curriculum planning encompasses and encourages human
erowth within particular sociocultural systems and or contexts, It recog-
nizes the importarfee and resthence of ethnie, environmental, and cultural

G ichuiounds iy issining meaning, value, and priority to human experi-
ences. Tt contends that education is of greatest worth to culturally ditferent
students when the curnicubam content and learning activities complement
thewr ethme identities, culturally determiped learning styles, and perceptual
frames ot reference. The evperiential curniculum worker is thus com-
pelled to understand ditferent ethnic groups” cultural characteristics, value
seatenis, communication stvles, historical experiences, and interactional
p;nffcrn\ and to create learning opportunities that interface with these par-
ticular pereeptual sets. Recent curriculum innovations which embody some
of these components and aspire to broeden an individual’s sense of hu-
manity withi the context of cultural diferences are ethnic studies, multi-
cultutal educauon, women's studies, parenting courses, death education,
and programs tor understanding tae aged.

Muny other curniculum designs claim to embody experiential planning
princples in one form: or another. These include Montessori methods, open
cducaaon, Tearmnye centers and stations, independent study, mini-courses
and phase electives, schools without walls, and humanities and fine arts
provrams Lo some decree all of these clamms are legitimate, especially
since the expeniential process of carriculum planning does not specify a
narrowly detined set ot assumptions and priorities that are translatable into
dtew desien possihilities This tact is both its major strength and weakness.
s broad-hased asumprions, emergent natare. and eclectic characteristics,
donz wah s atfective and activaty content emphases) make it more
stveeptihle o wade ranee o interpretations and to greater difticulties in
proctical nedd based implementation than seme other madels of curriculum

devdlopmient

The Technical Model

Curnculum development, ike all other aspects of education, has been
mithucnced siemticantly by the massive technological advancements oceur-
nme s Amenca and an the world duning the last SO years. Philosophies,
deolowes and techmgues presalent mondustrial planning and production
ate frequently borrowed by educators as guidelines for curriculum plan-
nng. unpiementation, and evaluation,

a1y
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The techmeal model of cyrriculum development is essentially an
analvtical approach which perceives instructional, planning in terms of
Usystems,” Umanagement, Wind Cproduction.” Tt secks to maximize educa-
tional program proficiency\und performance through applying - the same
principles of scrienuhe management and production operating in industry.,
The coneept of curniculum development as o technical process first appeared
m 1S m Frankhin Bobbitt's L oferences to mstructional planning as “edu-
caional enpineening” and Usaentitic curriculum-making.” #* Its greatest
momentum and most detimitnve articulation, however, have emerged out of
more recent trends toward behaviorism, account bility, competency-based
performance. and cost-efectuve analyses of educational programming.

Phe techmcal currnulum-planming process is similar to the academic
model i that 1t uses w means-ends paradigm and is based upon the Tyler
Rutionale. The speatication ot educational ends, or desired terminal learn-
g behaviors, s the first order of business 1n both the academic and
techmcal planning processes. ifferences oceur between the two models in
the pereaved reiationship between means and ends, the methodologies used
W adentify objectives, the structural form the objectives take, and the
evaluative critern used to assess student achievement. Both the academic
and tedimed medels e to be systematic, dogical, and  rational
approaches to currculum planning. However, the foundations on which
these chims are muade are guite different. While the academic model
appeals o theorehieal Towie and academic rationality as the bases for sound
decivion making, the techmeal model uses the logic of “systems analysis,”
cmpincosm, saentie obgectivity, and managerial efficieney.,

Fhe sumulus-response and operant conditioning theories of behavior-
st psveholoey comprise the epistemological foundations of technical
approaches o curnculum development. Their ontology is fundamentally
saentlls teabsme or Jogwal empircism. This instructional planning model
asctbes o the beliet that nothing iy geal or meaningful unless it s
ahsersable and s susceptible to objective analysis, using publicly verifiable
data Tt presupposes, tarther, that knowledge worth khnowing is “prepara-
non Tor Ie's funvtions™, that hife's tiskhs are reducible to their constituent
paris, that featmng represents o change in behavior and since behavior is
demonstranse, wearnme s ebservable and measurabie in quantifiable terms.
Robert Gagne explans these sdeas accordimgly: ™A learning occurrence . . .
Lihes place when the sumulus situaton together wath the conteat of memory
Afect the learner i such a way that his performance changes from a time
betore bee i that sitwanon o a ume after being in it The change in
pertornnince s what leads o the conelusion that learning has oceurred.” =¥
Fooaasare that tearming will occur most expeditiously, the instructional

\

“Eeankim Bobbuat. Lhe Curncidin (Bosgon: Houghron Mitflin Company,
[91%)

T Robert Mo Gagne The Condimons of Learmng, 3td “ed. (New York:
Holt, Rinchart & Wanston, 1977) . p S
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plan.must observe the laws of contiguity, repetition, reigforcement, and
preconditioning.* .

Technical curriculum development perceives learning as a “system.”
This “system™ can be reduced to its constituent parts, it occurs in certain
systematic and predictable ways; and its efficiency and effectiveness can
be mproved through good gentrol or “management™ principles. This con-
ception of learming and curniculum pliaces “more stress upon  reliably
musurable and clearly communicable behavioral objectives than it does
upon any other dimension or clement of the entire system.” 3! The priority
gien to saenutically determined behavioral objectives and  quantifiable
perfornnce-based data to verify the occurrence of learning are two major
factors which distinguish the technical curriculum-planning process from
the academic nrodel discussed carlier.

An analvuical approach to decision making is basic to the technical
model of curnculum: development. 1t emphasizes exact formulations_and
ngorous procedures ininstructional plagning. 't is also based upon the
beliefs that “objectives should be stated in precise behavioral terms, that
teaching procecds most efticiently when what is to be learned is arranged
hicrarchically . that students should be taught what they do not know and
not.what they already know, and that the goal of instruction is mastery.” %
This highly ordered process s designed to minimize subjective and intuitive
decision makmy and to maamize scientific objectivity in both curriculum
planming and the assessment of student performance. Several new “manage-
ment” tools are available to curriculum technicians to assist them in the
etfective execution of a “swstems™ approach in instructional planning.
Among these are necds assessment and discrepancy analysis techniques,
behavioral objectives, PPBS ( Planning-Programming-Budgeting System),
PERIT ¢Program EBvaluaton Review Technique). method-means selection
technigues, and MBO (Management by Objectives).

Phe techmedl approach to curriculum  planning proceeds from a
sastems analvsis T or “management” framework. Carroll Londoner defines
“avstenis anavsis” as Cthe total analytical procedure (or blueprint) for
progressimg from the assessmgnt of an educational need and the spegifica-
ton of the’ termnnal outcome to the actual achievement of that outcome
thioueh the Jowical sequencing of the componeats comprising the total
ssatem 7t The components of the planming “system™ are, in order of

» T Robert MO Gagne and Teshe 3. Brigas, Principles of Instructional Design
tNew York  Holt, Rinehart & Winston, 1974),

U Robert B Thoampson, A Ssstems Approuch to dnstruction (Hamden,
Conn Linet Books, 1971, p. 145, .

Y Donald FoOrlosky and B Othanel Smith, Curriculum  Development:
Louey and Invghn (Chicago: Rand MeNally College Publishing Company,
192X, p 10k .

earroll A Tonaener, “The Systems Approach as an Administrative and
Program Planmng ool tor Continuing Fducation?”” Educational Technology
12 (August 1432y 25,
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sequence: gmpirical analysis of needs; prioritizing needs; specifying objec-
tives 1n behavioral or performance terms; selecting content 0 meet the
specitied objectives, defiming, desenbing, and sequentializing teaching proc-
esses and  learning activities: and adentifying  quantifiable  evaluation
measures. ' . :

Nreeds assessment, the first step in the planning sequence of technical
curriculum development, is described by Fenwick English and Roger

Kaufman as a “curnculumless process™ smee it is independent of any- -

particular carriculum design or subject arca. It is empirical in nature and
facilitates the specitication of -.utcomes of cducation, the selection of
criteria for the development and assessment of, curriculunr, the validation
of behavioral obfeetives, and the selection of appropriate evaluation
devices. '™ A needs pissessment also helps to identify the distance between
desired educational poals and present conditions. Jon Wiles %alls  this
“developmental staging,” 4 form of discrepaney analysis which breaks
down the gaps between real educational situations and ideal changg,
displays the comprehensiveness of the anticipated changes, and suggests
the instractional chiectives needed to achieve desired changés.

Once educational needs or goals are identified, they are analyzed and
translated into observable,” measurable. and behavioral terms. This is a
three-part sequential procedure. The first step is a task analvsis to spécify
the desired behavior outgemes of the instructional process. A task analysis
s, etfect, an imventory of the components (i.e., knowledge, skills, atti-
tudes) of any topic or job students are expected to master. As early as
1918 Franklin Bobbnt cdvocated an analytucal procedure for identifving
educational objectives. Using the coneept of “activity analysis,” which is

“analogous to tash analysis, he argued:

Human life. howeser vandd, consists in the performince of specific active
thies bdecation that prepares tér life is one that prepares definitively and ade-
yuatehy tor these specttic s tivibies, However numerous and diverse they may
be tor sy socel chass, they can be discovered. This requires only that one go
out mte the werld ot atbars and discover the particulars of which these affairs
consist These will show the abiliges, habits, appreciations, and torars of knowl-
cdgd that nien need  These will be numerous, definite, and particularized. The
curticulum will then be that series of experiences which children and youth
must have by way ot attuning these objectivey. ™

The second step in analyzing educational goals is expressing learning
tashs and activies as behavioral objectives. ‘They are stated empirically,
meaning: (a) The overt behavior that must oceur to indicate the attain-

4

B Eenwich W Pnelish and Roger A Kaufman, Needs Assesvment: A Focus
tor Courncdum Development (Washington, D.C.: Association for Supervision
and Carnculum Development, 1975).

“Jon W Wales, Dievelopmental Staging: In Pursuit of Comprebensive
Currtculum Plannme.” Cleaning Honse SO yFebruay 1977): 274-77,

¥ Robhatt, The Curniculum, p. 42,
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ment of the vbjestive is stated in measurable terms, (b) The conditions
under which the terminal behavior is to be mdnmifested are specified, amd
(¢} The criteria for establishing minimum leve
strating the desired termimnal behavior are idenMlied.” These behavioral
objectives function as guidelpey for sequencing instructional activities,
selecung appropriate materials, and evaluating the instrugtional processes
and products. _

The third step i transhating educational goals into instructional objec-
tives s deternmuinimg the sequential or hierarchical relationship among the
behavioral objectives and idenufving the order in which they are to be

" treated moanstruction. Thie procedure is called streectral analysis. ™

Q
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Once the hist of sequentiahizedbehavioral objectives is derived. the
curriculum’ worker moves, on to the second phase of the technical curric-
mum-plannimy process. This phase is called svarhesis. First, instructional
activities are specitied. making allowanees for individualization and options
N learming processes. A\ means-ends procedure is used to identify and
ancy e all viable instructional alternatives for cach terminal objective and
to select the ones most appropriate for achieving the desired competencies.
Second, some devisions are made about evaluation procedures. Techniques
are devised to dhats ca) ndividual evaluation for monitoring student
petformance and determiming the progressional order of the objectives;
(hy formative evaluation tor assessing in-process instructional efiectiveness
and iproving the objectives and materials while they are still in the
formative stires of development. and (¢) summative evaluation for pro-
viding anoveradl mipression of the eflicacy of the total -instructional
packaee

The third aspect of the “ssstems™ technology of curriculum planning
IS operatiens 1t merely - means carrving out the instructional activities as
planned and applying the evatuaive eriteria as specified to systematically

cotlect data on the etticienay and ethicacy of the instrudtional “system.” .

After all data are colleaed asd analyzed, alterations are made in the
mstractional “sstem™ i accordance with the evaluative data. This process
of evalustion, feedbach. and modification is iterative i that it is a “‘con-
tnaeus and repeated process of evaluating cach step with all prior steps
and the speaned termimal ontconges o insure the svstematic dcveloprht;m
of alf svstem aoperations for achieving the desired behaviors,”™#

Recent evamples of curneulum -designs denived froin a technical or
“astemn " planmpy process are numerous and varied. Computer-assisted
instruction, programmed instruction, performance contracting, vocational

4

UL ondoner, USastems Approach.”

T Brace W Tuchnum and Keith 1o Fdwards, A Svstems Model for In-
structional Desnen and Muanagement,” Edicational Technology 11 (September
1971 2%,

“ihd pp 21226

# Londoner. “Systems Approuch,” p 30,
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educational programs, IEPs for mainstreaming the handicapped, and
competency-based teacher education programs are all illustrative of tech-"
nical models of curriculum, Each in its own way is goal oriented and
cancerned with attaiing specific performance competencies through sys-
tenmatic, empinically based instructional programs. The various examples
claim such strenuths as: increased relevance of instruction through indi-
vidualized, continuous reporting of student progress; choices among alterna-
tive insiuctional approaches; objective, data-based educational decision
making, high correlations between principles of learning and instructional
program planmng; and a ‘built-in process for continuous self-renewal of

the curriculum-planning-process itself, Furthermore, this technical approach
takes the guesswork out of curriculum ‘development and replaces it with
scientific procedures that maximize the organization, management, and
exesution of qualitative education programs. .

- .
‘The Pragmatic Model -

When Delmo Della-Dora asked, “Who Owns the Curriculum in a
Democratic: Society? in his presidential address to the 1976 annual
conference of the Association for Supervision and Curriculum Development,
he was, in effect, posing the question most fundamental to the pragmatic
process of curriculum development. In answering the question he described
the nterplay of values, interests, demands, and powers of special interest
sroups in making decisions about educational governance and instrictional
planming and iraplementation. Insofar as individuals, groups, and agencies
influence the allocation of values in school systems, they are engaging in
pohtical activities.® The allocation of values and the power negotiations
among special interest groups oceur with great regularity in curriculum
decision making. thereby making it a political process.

While some educators claim curriculum planning is a systematic,
loscal, and preseriptive procedure, others contend that it is neither sys-
temaiwe nor particularly rational in the sense that the process is predictable,
follows presenptive puidelines, or conforms to a single theoretical frame-
work  Rather. it s the outcome of a very long and dynamically complex
process of social involvement and interaction.™ 2 .

In“wetuahity curnculum planning is an eclectic and political process
that often occurs an g reactive, fragmentary, and “patchwork”™ fashion.
Curnculum practitoners frequently employ a combination of selective

v D Senbner and Richard M. Englert. “The Politics of Education:
An Intraduction.™ an The Polines of Fducanon. 76th NSSE Yearbook. ed.. Jay
D Seribner tChicago University of Chicago Press, 1977), pp. 1-29.

Y James B Macdon dd, Curriculum Development in Relation to Social
and Intelectual Systems. i The Curricutum. Retrospect and Prospect, T0th
NSSE Yearbook, ed o Robert ML MeClure (Chicago: University of Chicago
Press, 1971), pp 95.96.
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concepts and principles from . different theoretical models, along with
conventional wisdom and common- sense,. depending upon the particular
plunning activities heing pursued “at -the moment and the sociopolitical
context in which these activities take place. In other words., in the same
instructional provrams, curnculum workers may use some elements of all -
three conceptual models (e.e.. academic, experiential, technical) discussed

- earlier. For example. practitioners may appeal to academic rationality in

developing a rationale for o proposed .astructional program; they may use
it combinarion of ideas and strategies from the experiential and téchnical
models in selecting content, learning' activities, and teaching processes;
they may draw on the technical model in determining the type of evaluative
measures; and they may utilize both pragmatic and technical models in
assessing need for an instructional change-—i.c., action priorities may reflect
the interests und trends presently prominent in the nation's and/or school’s
sociopolitical milieu. It is not uncommon for local school districts to use
different struetural arrangements in organizing curriculum-planning com-
mittees which represent an intermingling of conceptual Yrinciples from
different theoretical models of curriculum  development. For instance,
vurnculum-planming committees organized around subject areas tend to

operate primanly within the academic planning mode; and those orginized

around grade level and or minimum competency testing may . function
basically Within o technical framework. In a sense, then, the pragmatic
curnicilum-plannimyg. process can be considered both as a separate con-
ccptu;z model of decision making and as a methodological technique for
the implementation of any theoretical model of curriculum planning.

Fhe pragmatic vurrniculum model pereeives instructional planning as a
portwulanstic, localized process that is specific to the sociopolitical milieu
of the school contest m which it oceurs. It concentrates on what individuals
do i the daly operauons of school bureaucracies to answer questions
about what should be taught and how curriculum should be determined,
onsamized.and evaluated. OF particular interest are the informal political
negotiations. power allocations, and consensus building that take place
amoeny ditferent intarest groups. Decker Walker describes this approach
to curnculum development as a “naturalistic model™; * John Verduin calls
it Teooperative curniculum change™, ¥ and Glenys Unruh refers to it as
Cresponswe curniculum development.” ¥ Lawrence [annaccone argues that
curticulum development s, by nature, a political process, for “answers to
"who shall decide what questions” s alwavs an authoritative allocation of

' Decher B Walker, " A Nataralistic Model tor Curriculum Development,”
Sehool Review X (Nﬂ\t‘lﬂhk’f 1971): S1-65.

*John R Verdmn, Cooperative Curricidum Improvement ¢ Englewood
Chtls, NI Prentice-Hall, 1967).

Y Olenvs Go Unruh, Responsive Curriculum Development: Theory and
Action (Berkeley, Cabf.: McCutckan Publishing Corporation, 1975).
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values containing some organization of influences and some dlsmbuuon

of resourees. L ‘

Curriculum planning is pohtical in at least three other significant ways.
First, decisions regarding what instructional programs are actually imple- .
mented an schools and how they are prioritized are affected by political
events within the social environments of schools. What learning is ot
greatest worth and who should make this decision are as ‘much political
questions as they are vatue issues. Second, state legislatures and local
school boards of education have the regulatory power to determine general
cducational goals and establish policy for ‘their achievement. Third, within

cach local school district there exists - hicrarchical adminisrative power

structure through which specific curriculum issues and decisions are chan-
neled. Y According o James Macdonald, these three features comprise an
mteracuve and dynanne political system which subjects the curriculum-
planning process “to diverse and sometimes contradicting cultural and
social pressures, 1o the relation of instructional and social living in the
schools, dnd to the personalities and characteristics of those involved in
the development and®™miplementation of Curriepla.™ #* What becomes the
operational or functional curriculum in local school communities results
from the power, ifluences. and pressures exerted upon the educational
decision-making processes from forees both internal and external to the
system. - -

Curriculum planners concerned with practical realities cannot ignore
the ways nattonal, state,'and regional agencies and mass media affect state
and local curniculum policy: making.The North Central Association, Col-
feee Fotrance Baamination Board, Fducational Testing Service, and the
National Assessment of Fducational Progress are among the most influen-
tal acerediting assocations and testing agencies affecting curriculum deci-
sion mahimyg Fhese “pressure points”™ establish normative standards which
local districts use to assess their own curricular strengths and weaknesses.
tonstitute modiheations an those areas of greatest weakness and to generate
curniculum alternatives Wathin a matter of days, electronic media can esca-
Lite arelatively munor or focalized educational issue into a national crisis
and swmticantly antluence educanonal priorities and funding patterns in
insttuctional programnnnyg,

A sasean point where these “pressure points™ have converged on a
sinvle sue and impacted significantly upon’ curriculum decisions is the

Y Lawrence Lannaccone, “The Polities of Curriculum: Educational  Deci-
son-Moakine: Who Should Be Responsible for What.™ panel presentation given
o« the Anmal Coaterence of the Association tor Supervision and Curriculum
Development. San Franosco. Cabif ) March 1978,

UALchael WKt and Decher B Walker, “An Analysis of Curriculum
Polics Making, ” Review of Fducanonal Research 31 (December 1971): 479-
Su8

" Macdonald, “Curniculum Development,™ p. 97.
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current concern for basics and minimum wmpetengy ‘testing. The mass
media’s dischssion af dechnimg scores on standardized tests of basic literacy
skills has intensified reactionsete this situation almost to the point of
hysteria. Pressur®s from the general public, aollzges and universities, pro-
fessional associations, parents, and business and industry demand that
schools be held accountable for delivery of basic literacy skills at minimum _
IL‘VLI\ of proficiency” These interest” groups have excrted enough power and »
v prcssurc to influence 35 states, to mandate: and/or encourage minimum
T competency testing for grade promotions and high school graduation. A
simdar situation has ocvurred with College Boards. Historically; college
and university entrance requirements have exerted an inordinate amount
of influence on the ferm and-content of -high school curricula. '
National, state. and regional educational associations are also powerful ‘
determupants of local curriculum priorities, Prestigious associations such as
ASCD. NEA, NASSP, AASA, and IRA regularly identify their value
commitments and endorse curriculum priorities through publications, con-
ferences, position statemients. and resolutions. Usually these associations
iare content to use these “academic maneuvers” to encourage curriculum
policy making in certain directions unless tHefr p. pamcular content areas ar.
‘ threatened by financial restraints .and instructional reorganization plans.
Then they becomie politically mobilized and assertive. For example, the
current movement by aesthetic educators to convince state departments
of education and local school boards of the saliency of music and the
‘ arts to general education was prompted by the growing tende:acy of schools
to drop these subjects from the curricula because of budgetary constraints.

One of the other most significant groups influencing practical cur-

: iculum decisions 1s suppliers of instructional materials. Textbook authors
and publishers, the federal government, private foundations, and civic
groups are actively engaged in developing educational materials. The
content, conceptualization, value orientation, and structural design of these
matertals have a powerful etfect on curriculum planning. ‘When statewide,
single testbook adoptions were in vogue, publishers virtually controlled
the functional curricula of schools through the content presented in the
bouhs. Despute the dechne of single text adoptions and the increase of
nonprndinstructional technology, textbook authors and publishers contiaue ,
to be powerful forces to be reckoned with in curriculum planning.

Federal legistation and funding policies of governmental agencies are
other nuyjor determinants of pragmatic curriculum development. Education
iy an expensive business, Increasingly, state legislatures and local districts
are finding it virtually mpossible to finance educational programming
without federal assistance. The public is rebelling against growing costs
of education as s ewidentin the difticulty that some districts are having in
getting bonds and levies passed. in early school closings that result from
depletion of the fund base, and in the passage of Propositicn 13 in
Cahforma. Through the financial support it provides, the federal govern-

——
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ment has become one of the most influential forces atfecting curriculum
decisions, ¥ -

More often than not the monies made available by the federal govern-
ment are carmarked for special-emphasis instructional programs. There-
fore, the degree to which school systems get involved in seeking grants—
and the Ainds of grants solicited—greatly affects the kinds of curriculum
priorities emphasized in the districts. For example, a school district solicit-
ing heavy ESEA or Title IX funds will have different curriculum develop-
ment priorities from one that 1s concerned primarily with compliance with
PL. 94-142, vocational education, and programs for the gifted. As Della-
Dora has so pointedly observed, as the federal government assumes greater
responsibility for financing local education, the roles it plays in determining
cducgtionat poticy are-hetyto increase proportionally.®®
. On oceasion, too. federal and state courts make decisions which impact
directly upon curriculum development. Robinson v. Caehill (minimum
competencies), Fpperson v. Arkansas (theory of evolution), and Lau v.
Nichols (bilingual education) are some cases in point.

The grefing involvement of the federal goverriment in local education
has led to severa!l developments relative to curriculum decision making.
_Among these are: (a) increasing centralization of authority on curriculum

issues: (b)) legahzation of the currivulum as a result of a growing body of
federal legislation, state regulations, and judicial decrees; (¢) expansion
of the participants involved in curriculum construction, implementation,
and evaluation: and (d) increasing complexity and burcaucratization of
the hierarchy of governmental authority and chains of command involved
in the curriculum decision-making process.™

Pragmatic “curniculum planners are not immune to pressure politics
from disciphinary scholars and learning theorists. It is not uncommon for
swholars to lend their expertise to local curriculum planning by serving as
content consultants, conceptualizers, process observers, program evaluators,
and even curniculum project directors. These functions can shape the entire
chuaracter of given instructional programs. It is not surprising, for instance,
that most of the major nanonal curricufum projects of the 1960s were
disciphne centered when we recall the pedagogical theory (disciplined
iqurey and the structure of the disciplines) in vogue at the time, the
political reactions to Sputmh, and the fact that most of the project directors
were umversity seholars, Nor s it surprising to find that many local school
districts adopted Man: A Course of Study (MACOS), Physical Sciences

YA W, Sturges. “Forces Infencing the Curriculum,” Educational Lead-
ershup 34 (October 1976) 0 40-43, _

“ Delmo Della-Dora, “Democracy and Fducation: Who Owns the Curricu-
tum.” Educational D eaderlup 34 (October 1976) 0 S1-59,

MUWiIham Towe Bovd, “bhe Changing Politics of Curriculum  Policy-
Making in Amenican Schools.” Review of Educational Research 48 (Fall 1978):
$77-628.
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Study Committee (PSSC), Biological Sciences Curraculum Study (BSCS),
or School Mathematics Study Group (SMSG) an/ used them as models

for developing thefr own curriculum plans and priorities. The prestige of the.

projects, the scholars associated with them, and the intellectual tenor and
political climate of the times demgnded these kinds of sesponses.

Private firms and civic groups are influential forces shaping curriculum
decisions, too. Their influence is exerted through advocacy positions on
critical educational issues and through the development of instructional ma-
terials which are specific to their particular interests and are made available
to educators'free of charge or at cost. Proctor and Gamble, the Chamber of
Commerce, Bell Telephone and Telegraph, and the AFL-CIO are among
the most active in these endeavors. Still other corporations are forming
mergers with publishing companies and diffusing their production portfolios
to include the dissemination of instructional materials. Ilustrative of this
trend are IBM's purchasing SRA;- American Educational Publications’
taking over Xerox; RCA's buying Random House: GE and Time's creating
General Learning, Inc.: and CBS' owning Holt, Rinehart, and Winston.*
The League of Women Voters, Civil Liberties Union, Common Cause,
Anti-Defamation League, and Nader's Raiders also exert influence on

curriculum decisions through the causes they promote. Feminist organiza-

tions pressure schools o include examination of sex-role biases, stereoty pes,
“and discrimination in instructional programs. Ethnic groups lobby for
accurate portrayals of their historical and cultural experiences in school
curricula. Gay  hbcration, “gray puwer groups, the handicapped, and
other subsets of society practicing alternative life styles and value systems
demand that their presence be felt in the negotiation of curriculum deci-
stons, Teacher unions are becoming increasingly more active in inflaencing
curniculum development through collective bargaining and lobbying at the
state and federal governmental levels.

Additionally, the pragmatic-oriented curriculum worker must contend
with the political pressures operating within the local school community.,
- However, these pressures are not as systematically and  consistently
expressed as are the external forees. Local communities tend to become
activated e episodic curniculum: issues, such as a controversy over a
particular texthook or instructional program. The Kanawha County, West
Virgina, textbook controversy of 1974, bond levies, Proposition 13, sex
cducation, and moral education are examples of this pattern.

As curnculum leaders plan and implement instructional program
changes, they must be particularly sensitive to the chain of command in
local distnicts. Within the school bureaucracy they must operate through
an established adnunistrative hierarchy of authority. At the apex of the
power structure are the superintendent and his or her immediate subordi-
nates. They are responsible for executing the planning process. The super-

32 Kirst and Walker, "Analysis.”
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“tenized by dramatic crisis policy-making, or by the often prescribed but

intendent and ‘or his or her designates organize mechamsms for change,
provide general directions and guidelines, faciljtate cooperation, and
monitor interactions among the individuals and groups agtively engaged
in curriculum making.** They are assisted by a contingency of curriculum
coonrdinators and or supervisors who help to create and Yacilitate curric-
ulum-planning comnutiees and generally oversee the planning’ of instruc-
ol program proposals. The curriculum éommittees do the work of
preparing the proposals” for change. At the base of the pyramid of
authority s a host of study groups and advisory councils. They provide ‘
additiofial input and reviews for the design committees and function as a.
ltaison between community constituencies and the school personnel. Once .
the curriculum design propdsals are completed, the proeess executor (supet-
mtendent and or designates) presents them to the  policymaking Wody
tschool boiard) and explamns the validity of the proposed changes: how
they will atfect the total school prbgrum; the extent to which they represent
a compdaton of ditferent values, interests, and concerns of divergent con-
stituencies, and their possible acceptab.lity and effectiveness.™ '
According to Michael Kirst and Decker Walker, curriculum decision
making proceeds mcrementa’lv through the vertical administrative power
structure m local school syatems. Value conflicts between educational
personnel and community interest groups are “resolved through low profile
polities.™ That is, actual curriculum planning, “rather than being charac-
‘s
seldom: realized model of rational decision-making, generally is charac-
terized by the modestand mundane strategy of disjointed incrementalism.” 6
Duavid Bravbrooke and Charles Lindblom describe this process as a system
of “decison-making through small or incremental moves on particular - .
problems rather than through a comprehensive reform program . . . it '
takes the form of an indefimte sequence of policy moves . . . [and] it is
evploratory i that the goals of policy-making continue to change as new
experience with policy throws new light on what is possible and desirable.”s?
Although curnculum development as a pragmatic or political process
may not necesarily employ  sophisticated?” highly formalized decision-
m.hme stratedies that are neatly sequentialized, objective, logical, and
svstematics s ponctheless real, and somehow it works. Pragmatic curric-
ulum planming s a dynanue complex of interactions between individuals
and groups wherein many of the political negotiations and power ulloca-

*Robert F Jenmings, “The Polities of Curriculum Change.” Peabody Jour-
nal ot Lducatton 49 luly 1972); 295.99,

“ames O'Hanlon, “Three Models for the Curriculum Developraent Proc-
e Curricnlum Theors Network 4 (1973/74): 64271,

S Rantund Walker, “Analvan,” p. 487,

* Bosd,  The Changing Polities,” p. SK2.

Y David Bravbrooke and Charles B, Lindblom. 4 Strategy of Decision
(New York Free World, 1963) . p. 71,
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tions oceur at the informal level of operation. Conflicting values, demands,
and anterests of different constituencies are often argued in private;
consensus decisions are often negotiated prior to public debate. This model
of curriculum plunmng --much more than the academic, experiential, or
techmical models - approxiniates what happens in daily practice. -In many
wiys it s more an uplementation process than a design or construction
maodel. ' '

Conclusion

Whether perceived as a rational, experiential, technical, or political
process, curniculum phinning 1s o complex, imprecise, challenging phe-’
nomenon. Yet, it is incredibly vital and dynamic. The particular positions
individuals take on what 18 the most viable approach to curriculum
planming reflect their personal philosophies of education and the perspec-
tives from which they view the educative und curriculum-making processes.
Lhe conceptual models discussed in this chapter are not the oply ways of

, conceptuahzing, the curriculum-planning process. Others” are available in

the Iiterature, and even more are likely to be forthcoming. The question,
“Which curniculum-planning process is the best or right one to use?” may
be the wrofiy question. A more appropriate query might-be, “How can
cotveptuad or theoretical models of the curriculum-planning process help
curriculum workers better understand and improve the dynamics of the
process™™ '
When conadered imdependently and conjunctively, these four models
academie, expeniential, technical, pragntatic—may provide greater in-
sights anto the complek taskh of curriculum development. Although it is
quite unlikely thar tield-based curriculgm practitioners will be able to
translate any one of these models into practice in its entirety, understanding
theoretical models of curnculum planning can help the practitioners to
conceptuabize and deseribe their own planning  practices better; to be
aware of conceptudl planning options; to be able to assess discrepancies
hetween actual operations and idealized planning processes; to determine
the potentialities of generahzed conceptual models of curriculum planning
G pdelines tor actual practice in particularized situations; to be some-
what Tess vulnerable to the politicization of curriculum development; and
thus toamprove the quality of their curriculum decision making, planning,
developime, and implementng processes,
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IN 1HE THIRD SECTION of the book, the authors attempt to deal
with schools and sehool systems as they are. Reality is always more com-
plex than theory. In the first two sections, we attempted to deal with the
culture of the school, which s a way of dealing with the school as it is,
and with certin aspects of curriculum theory, Since the function of theory
s o clanfy reabity, the second seetion also dealt with the way it is. But
hoth the first two sections sought to simplify matters so that they might
be grasped. Actuality doesn’t come simple. it comes complicated.

In chapter X, Fenwick Foglish returns to offer a practical plan for
mapping curricutum an Tocal school systems. His approach s highly
rauonal, it has been tned, and it works.

Theadore Czujhowshi and Jerry Patterson write from the context
of one of the more active publiv school systems, They bring together
theory and practice and suggest ways that action may, indeed, be con-
sdeted Hence the utle of the present book. Theirs is one of the few
statements on this bawe theme that really umites theories about the way
it s with the actuahity of the way it is,

Phe closmu chapter, by Joel Weiss, seeks to go behind the classroom
doot to conuder what teachers can in faet do about it all. Acknowledging
that an the timal analvsis the curniculum is what teachers and students do
o caeh other an classrooms, he considers the opportunities and the con-
Mramis ome selfamposed, some from outside) that operate as teachers
make the currwulum,

Fhe present book nught have been culled Theory into Practice, if
that nide had not been preempted. Comvidered Action for Curriculum
Inprevement tequires not only that we aet but that we have the means
for mahunt action considered, dehberate --not faddish, ofiportunistic, or
mercly responsive 1o pressures. Those readers who have redehed this point
nthe hook will be able o judge whether 1t has achieved its purose.
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Curriculum Development

Within the School System
Fenv{ick W, English

\THOUGH T s PosstBE e 1o consider curticulum: development
and curnicutum theory apare trom ther function within school systems, for
the proctang curncalen admamistrator it makes hittle sense to do so. The
fundamental tact ot lite about currenlum development within systems of
cducaton s that the activity aceurs wirhin a system of schools and rein-
Porces that ssstenm Cureculum development as a practice and curriculum
perse are desened to perpetuate the existing organizational and manager-
vl structlire thae controls schoolmg, To effectively constder how curricu-
fam muehy be improved withizn schools it it necessary that this structure be
examimed Lo thas sense curricuium theory cannot be decoupled from cur-
rent mantement theory

Usina undersandine caaned trom nanngement theory, we turn now
todook at how e provaaiine oreamzational and managerial structure came
into by, how 1t worksoand howat atfects curriculum development within

the whool sosiem

The Preeminence of Management

Pracre was o acad tor svstematie development of curriculum until a
coateer ot afucat on fiad been tormulated and implemented. Perhaps the
lsacal peableme of e orcamization i terms of management is that of

ncertaenn o demand tor sonvees swhich results i ditliculties meeting the

demand I e demand s resulan, then o response is relatively easy to
formucae by tned resouices However it the demand s arregular, then at
SCT oS Loy reseurces may be created. Inthe terms of manage-
ment sk ;eALeGquence

Perhaps one anadesy s that ot the demand for poods and services
durme the v s e whele compared with holiday periods. One solution
for creanzaznons s o oserstatf tor boef penods of tume or to move to-
wands overime Both semtions to unesen demand allow the organization

[45
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to fix its resources and to meet peak demands without substantially raising
costs. The selution is called “smoothing.™ ! “Smoothing™ enables an organi~_
zation to create an even response to irregular demands.

Now consider the nature of schooking prior to the graded school, In
the-one-room schoolhouse there was a great deal of uneven demand in
terms of learners who had a tremendous range intellectually and physically.
The rapid growth of cities and the move toward universal education
created excessive statting and organizational demands upon the one-room
school. So the graded school was developed. - v

The great advantage of the graded school was that it fixed the demand
for serviges, e, it “smoothed” out the démand by decentralizing it in self-
contained units and defiming learning as time spent within the units
(grades). All of the coordination problems of the system with ungraded
units, and even of the Lancastrian monitorial school during the brief flir-
tation with it, were solved. The uncertainty of irregular demand was sim-
pl\ absorbed within the smaller units. The necessity of dealing with learn-
ers all together was chminated. Learning styles, learner d:ﬂercnces,
motivation, soctoecononue background were absorbed, as well as major
conmsiderations for the allocation of resources.

In terms of costs, a minimum level of staff could be formulated much
more easily and maintained by simply changing the ratio of teachers to

students (class sizey. The requirement to process information about stu-

dents laterally and vertically was de-emphasized. In management thinking,
demand was evened out and a system of education could be built.

[n terms of modern management, schools historically have selected
one of at least four design alternatives to the problem of “smoothing.” One
alternative 1o the graded system with a nine-month schedule was to move
toward a longer school sear and have some students attend part of the
vear and others attend another part. While there was some experimenta-
ton with year-round schools due to growth demands, such patterns never
reatly took hold, Another alternative wis to move toward a modification
of the Lancastrian model with team teaching or differentiated stafling and
open school approaches. While there was serious experimentation with
this desten alternative in the sicties, such models are not dominant today.,
Phe Jast desien alternative was simply not available at the time of the
mvention of the wraded school because the application of computerized
mformation and anstructional systems was not avarlable, This last option
Was anoanvestment i oancreased capacity for processing information about
students and creation of a technology which could be responsive,

The eraded svstem the self-contained management design alterna-
tve  quickly became dominant and s dominant today, But each solution
ventans costy' The costs of the graded structure of schooling are a high

Ly RO Gudheath Organcation Devien (Resding, Mass - Addison Wesley,
]u)’vﬂ) ‘1‘\ _‘,:‘-“l 1 -
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1]

_level of duplication among *and between the self-contained units and an
“extremely difficult coordination problem that is created when any system

is required to be.responsive as a system. The level of decentralization in
most school systems is not conducive to rapid instructional or curricular
change. Both vertical and lateral communication within graded structtinés
is extremely difficult. ‘ o

The function of curriculum had to be compatible with the function of
the management design altérnative which was prevalent. The curriculum
therefore had to be time based rather than performance based. The curric-
ulum had to keep differences within the self-contained units and thgrefore
had to be extremely broad in conception. “Meeting thé needs of students”
became synonymous with dealing with individual differences within the
structure rather than altering the structyre and forcing a different organi-
zational design selection. Curriculum language had to maintain an elastic-
ity which precluded much specificity about real learning or objectives be-
cause the system had precluded much discussion of this nature by its
structural decision. '

Curriculum therefore filled up time because time is a dependent var-
iable rather than independent one. Since it is by time and absorption that
slack is reduced. no curriculum could operate very long on any contrary
principles without threateningsthe design alternative selected and inviting
retaliation or extinction. Thus ultimately the structure which was dominant
was accepted. '

From a management perspective, discussion about humanizing the
school falls in the acceptable range as long as humanization does not mean
forcing a different structural design alternative. As long as alternatives
conceptualized reinforce or ignore the existing administration relation-
ships, they are tolerable. Therefore, various strategies to increase class-
room teaching effectiveness—by setting performance objectives, defining
teachers’ duties, altering class “size, individualizing instruction, "utilizing
fumily assisted instruction, adopting subject-centered or child-centered
curricular models, using technology—are acceptable as long as the given
or assumed constant is a decentralized, self-contained organizational de-
sign decision. .

However. when such strategies call into question that design decision,
they are confronting a vast army of forces designed to maintain the origi-
nal decision—-including the administrative hierarchy, state regutations, fed- .
eral legislation, textbook publishers, and certification requiigements for
teachers. Whether a search for different strategies by those piwyjng a dit-
ferent curricular base can be viable depends upon the extent to _\ﬁ'l‘ch the
preeminence of management theory and thinking is recognized as a major
vartable in changing public school curricula, No searches for ways to alter
curriculum can be effective without understanding why the system in which
the curniculum functions operates as it docj.

SF.
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School Districtsas “Lobsely Coupled Systems”

For the activity of curriculum development to be accurately concep-
tualized within school districts, the inflfénee of management theory must
be considered. The curniculum is used by the administration to maintain
the current organizational design alternative, The model of goverance has
been called a “loosely couplel system™ by Karl Weick. He has said: “Edu-

cational organizations are holding companies containing shares of stock
in uninspected activities andsubunits which are largely given thelr mean-
ing, reahty, and value in the pider social market,™?

The fact that school sy tems have operated without precise mission
objectives has been well duy umented.* Much of the accountability move-
ment and the minimum cfmpetency movement is aimed at establishing
such precise objectives by Tegislative mandate.

However, 1t is the absence of such objectives that pifies school dis-
trict management today. The advantage of this absence is that in organi-
sations which fcprcscm Vioose couplings” between people—i.e., roles,
groups, subunits - -there is a wider span of appropriate responses available
for role incumbents than if objectjves were more precise. *Loose coupling”
between subunits creates mdcpc:’enucs and reduces the requirement that
the overall organization engage in wholesale change. Only pieces or parts
of the system must change. The remainder can continue their current
range of activities. Coordination costs are kept at a minimum because
subunits gperate autonomously.

THe disydvantage to “loosely coupled systems™ is that while they may
be able to adagt an innovation quickly, the “loosely coupled” structure
presents a large barpier to spread or expansion of innovation, Expansion
must be individually megotisted across the subunits or between key influ-
ential mdividuals Subumt independence also presents an obstacle to politi-
cal responsiveness, It forces the brunt of political pressure upon a few
chechpomts such as the board of education or the superintendent while
the rest of the system escapes the brunt of potential or real electoral wrath.

A “loosely coupled system™ s w Kind of organized anarchy. It is a
svatem with undear and ambiguous objectives. Curriculum personnel and
admimistrators trvag to implement the aims of the organization have a
broad ranee of possibiliies for action. However, the compatibility between
those wnons amd attinment of the goals of e organization are unclear
and often unknown. What then is effective action? What really makes a
ditference ™ These questions are not approachable in the usual means-ends

T
SNarl b Week, CHdacational ()rg..am/ wions s Foosely ( U\lpltd Systems,”
Adnenntrative Scence Quarterlv 21 (March 1976); 14,
"Rover A Kautman and Fenwick W Foglish, Needs Assesyment: A Guide
tov Dporev e Schoo! Dinerger Muanagement (Arhngton, Vi Anerican Association
of Schgol Administrators, 1976).
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types of frameworks which characterize rational planning and curriculum
development in-+"loosely coupled systems.” ' ’ ’

If educationial systems are not rational and not amenable to the tsual.
approaches to plannuig, it is clear that the move towards competency-
based testing and the, 'mposition of more Specific goals will not resultin a
more rational organization untl or unless there is a fundamental changé in
the management structure that breakhs down the barriers which now coms
prise the “glue™ which holds the organization together* This sitifation
seems to be a paradox. The organization is held together in such a way
as to be almost a nonorganization, and efforts to alter its method of oper-
ating must attack the very. survival mechanisms it utilizes to perpetuate
itself, »

Curriculum Development in “Loosely Coupled Systems”

Let us assume for the moment the correctness of the description of

. < . s
the educaiional system as “loosely “coupled™ and examine what the cur- )

riculum looks ke 1 an organization that is characterized by imprecjse
objectives, global job descriptions, ambiguous technology, and no “best

Cway T Rknown to the role incumbents W accomplish any of the major tasks.

Curniculum exists i the form of global kinds of guides which serve
as very crough hlters for instructional personnel to utilize, Decisions about
the inclysion or exclusion of subject or content are assisted by the pres-
ence of such genene tilters. Curriculum guides assist teachers in knowing
that a topic or subject came before or will come after another. topic in a
particular K12 sequence. but within those parameters, the amount of
e emphasis, pacing, and iteration.are the domain of teachers to decide.
Sice these are open questions .u'n(l not even acceptable variatiorns,
eptions. or combinations are specified, there is essentially no control exer-
vised by curniculum wudes or the management system. One critic re-
mathed that “1it s the hind ot system in which everyone is in control but
no-one s in contral ¢ _ R

Most school district: personnel in curriculum have no idea of the
extent to which any wiven currniculum spelled. out in a guide is being fol-
lowed. nor dothes know, it it were followed, the degree of variation from
teacher 1o teacher. department o department, school to school, or sub-
district 1o subdistniet of the total system. Drawing together a group of
representative personnel who write a new curriculum guide is moving from
one hypothetical curnculum to another. As such,; a new yrriculum guide
ey have noghme to-do with impacting the instructional program, The
comtruction of a new wuide does not proceed from a real idea of the
baseline of what exists i the sghools,

L

'See Thomas FooGireen, ".\hmm.nl Fducational Standards- A Systematic
Petspecting,” paper prepared by MREL (September/ October 1977),

o 15y .
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There is little or mvlmkage between system goals and objectives and
the curriculum guides which contain instructional objectives Almost any
subject area curriculum could include most global educaticnal goals.
Cldobal schodl district goals thereforg do not serve as effective operatonal

“eriteria wpon which o comstruet or seléet curriculum, since almogt any

would be xpahh of delivering the desired goals. Such criteria are usually
embodied in a4 board of education phllusuph\v of education if one exi:ts
atall,

. Centrdl classroom” activities: of teachers—-instruction and classroom
management  are not primarily determined by high level policy decisions; they

_cgnnot be viewed as Cfollowing orders,” and the reasons are not hard to find.

the educational goals ot school systems tend to'be vaguely defined and refer to
present and tuture outconies that defy easy measurement and specification into
readily dentitiable goal-directed activities.?

Curniulum guides operate in isolation < from specific management
objectives for the district. Management objectives may relate to improving

services by expanding them. redyging class size, or even reducing tosts;

but until management objectives begin to focus on pupil learning, there
15 no bridge between the “stuff™ in curriculum guides and management
action. Munagement action is expected to help improve instruction, and
curniculum is expected to fit into the management s)stem. But they remain
unhihed and solated. or “loosely coupled #

For example, when nunimum competency tests or objectives are
adopted by managentent and embraced or integrated into the existing
curnicilum tor replace theurriculum), it is often assumed that the, exist-
me curniculum cthe sum of the “loosely coupled™ subunits within the sys-
tem) can somehow produce the dc~irc¥l results. The assumption is made

(1

that the desired ranges of results are within the capabxlnty of the “in

e’ curnculum and instructional systems to deliver. Or put another

wav, 1t s assumed that the imposition of a standard will substitute for a
“host way T or most clfecuve approach to engage in instruction if one is
not hnowrr or has net been defined. Curriculum does not have to be
revised  Instruction does not have to be changed. The minimum compe=
teitey speathication will serve the function of both the criterion and the
resutt simultancously. It 1s no wonder that so many though®ul cducators

are pessimistic about the capability of the minimum competency movement

to ke a substantial ditference in upgrading instruction and/or reducing

Custs .
. .>

“Robert Drechen, “The School as a Warkplace.™ in Second Handbook on
AT II.'H;' cd . R OM Travers l(-hik'ﬂ[!()ﬁ Ril"d MCNﬂ"y. I()73). o 453.

TBarty D Anderson, CThe Costs of Legislated Minimal Comipetency Re-
qrtemients.” paper prepated for the #ducation Commission of the States under
Aconttact with NI 12 September 1977, (Mimeographed.): Shirley Boes Neill,
$he Competeroy Movement Problems and Solutions (Arlington, Va.: American
~Assocnatton ot School Administrators, 1978).
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4 .
From ui~end of the school system-to the other, curriculum deyelop-
ment follows and fits dngu“‘l'nose\ coupled™ uhits within districts, schools,

»

" departments, and or grade levels. The production of specific curricula.

“can ueeur within any of, the units, but absorption or mo.venfent_acros_s the

s’y'stcm is made extremelydifticult by the fact that negotiations are sequired .
to expand a curriculum. Negotiations refer to the process, of exploring and

exchanging influence in order to affect the opposing negotiator. Negotia-

tions Can oeeur forthally in a collective, bargaining sense or informally.

However, negotiations age tinte consuming, whether formal or informal.

'l'hcr_cforc.'curriculu'm guides or _philosophics’uf education have served a

largely symbolic funetion: they have given. the appearance of agreement

without the necessity of actual agreement on a precise meaning. Curriculum

guides therefore usually do not tamper with existing relutionship&dbetwcen

organizational suburfits, ~ -

Considered Action for Curriculum Improvement -
N ¥ .
The Improvement of Curriculum gnd Management Theory

'i"r:'!dition%l efforts to mpraye the “mix” of the curriculum usually
accept the current management deésign decision. A design decision relates
to the nature of how any organization will group and define work (the
division of labor) and how certain classical problems, such as coordina-
ion and tconomy of scale of resource utilization, will be confronted. Once
management has made the desjgn . decision, no discussion regarding the
“what™ of curriculum will be %\cly to exert any real change until the
management theosy itself is confronted. Simply labeling management con-
sulerations as examples of industrialized, assembly line impositions on a
humanistic enterprise will not help practicing administrators to deal with
the actual varubles by which school systems can be changed.?The real
test s the degree to which any theory is able to explain relationships and
then perhaps to predict effects, based upon real or hypothetical causes.

Curnculum theory must include management theory if curriculum is
to be mplemented in svrems of schools. Whether the theory is humanistic,
costential, self-reabizing, personalized, flexible, or individualized, it will
mahe httle substantial impact on learning until it is able to generate a
practcal alternative for svstemy of schools. As long as learning is con-
ceptuahized as andiosyneratie, largely unscheduled, and mostly fortuitious
bvent. and that avumption gs the only alternative held up for school cur-
rreutum adnunistrators, we will continue to hold fast to the current design

/

-

.

alternative, and current curniculum development efforts will continue to Ji

reinforce that alternative.
Itas only af the curnculith developer and theorist understands man-
agement theory that he or she can offer the practical kinds of directions to

1!
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’

fully consider cur'ricular.change. The ideology of Romanticism and the
notion of “orgdnic management™ cannot*be viable substitutes fof curricu-
Tum development in systems of schools. .

The current-management model of schooling has frozen the cur-
riculum. It is preoccupied with time and activities. within self-contained
units. Unesen learning curves, pupil boredom, excitement, discovery, joy,
creativity, are continually “smoothed” out in order to maintain the exist-
ing organization design decision. While doing so may be anachronistic to
learning, it is comparible with the definition of schooling. The’ type of
organizationil design schools have selected has brought with it a kind
of control that hiss meant incarceration for many studertts and teachers.

»

Toward 4 Different Design A llonial?vo

Can schools really be different? The first prefequisite is to consider
which orgamzation design decision will lead to a different curriculum
“mix.” If the organization or management design is not considered, a
new curriculum which embodies a set of values and constructs different
from that of the existing management design cannot last, It will be pre-
empted by the.existing strusture’s contrary set of values.
The problem with curricular alternatives that contain the same sett
of characteristics as the current set is that no design alternative has to be
considered. Subsntuting existentialism for Latin changes the subject “mix”

~only. Nothing else may be changed.

The Conceptof Curriculuum ¥ ariance

To qualify as a system, any system must create a common set of ele-

- . ‘o
ments in order to function as an organization. A system createsgconform-
ance on some variables or criteria and ignores others. The cylent cur-

riculum has a great deal of commonglity in terms of time, but emendous
difference in the content, pacing, and ordination or sequencing in~actual
pr.lLtch. -

Fariance refers to the extent to which any array of content in one set
or sequence i exclusive to that in any other set or sequence. It is the
widest posaible ditference of nonoverlapping items. Taking: the two ele-

meats 1 the most powerful variable relating to student achievement, time
on task, the current school curriculum has a very low time variance ‘but
a large degree of content (task) variance. This situation occurs because
historically curriculum gwides have been only general references for de-
cisions by teachers regarding content, pacing, and sequence. This type of
conformuaice fits rather nmicely into the existing nr!.amzatmnal dcslgn de-
ciston about self-contained units.

“The notion of “orgame management’™ is addressed as “falliwy of creativ-
ity” by Peter Drucker in Management (New York: Harper and Row, 1973), p.
267, ¢
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A different organizational design decision*may teduce the current
level "of time conformance ‘but require some other kind of conformance
in order to continue to function as a system. Therefore, in any design

alternative, the curriculum developer must decide where conformance is
desired or required and where it is not. '

The movement foward competency testing and standards is partially
an effort to reduce the perceived Jevel of curricular variance in content

and, by st doing, improve the level of curricular concentration. The idea -

appears to be to-reduce the overall level of variance.. However, without
some consideration of the time constraint, no improvement in pupil per-
formance may really occur. 1he curriculum that ‘can respond most effec-.
tively to a narrow range of oldtcomes (minimum competencies) may con-
tain exactly the oppeisite variance-conformance bafance between time and *
contént from that present today.

It may well be that an organizational variance on time offers more
possible individual variance than the current time and/or task conform-
ance-variance patterns. A greater possible variance in time for teaching
and learning response would go much farsher in moving school systems
as systems toward focusing on learning and being more sensitive to the
learner: such time variance would also be more effective in delivering any
given range of results. More actual content-change and consolidation may
be prompted by scheduling changes than by ¢fforts to deal first with con-
tent and its pragmatic and or theoretical base. Part of this assertion may

be borne ‘out by some of the kmds of curricular changes forced by the

movement towards flexible schedulmg in the late sixties.

Adlthough the time dimension may be independent of considrations
of subject matter discussions, removing the_ time lid may enable school
systems to tike a kind of inventory to determine how well any given

~ subject or subjects can setve-as the means to achieve specified learner

objectives and then to eliminate less eflective areas or combine them into
fused subjects for any given range of objectives. It may be possible to
deal anew with the question of cumculum balance.

Curriculum Mapping and ( .'urrimlum Power

An analytical procedure by which the real time and task dimensions
of the real curricutum tthebone the learner encounters) can be studied
has been called curriculum mapping.* 1t is based on an old descriptive
rescarch technique called “content analysis.™® Curriculum mapping is a
technique to determine the variance in time and/or task delineations from

8 Fenwick ‘W Enghsh. Quality Control in Curriculum Development (Arl-

ington, Va.: American Association of School Administrators, 1978).

S Wialter R. Borg. Educanonal Research: An Introduction (New York:
David McKav Company. 1963), pp. 260-65; Joseph E. Hill and August Kerber,
Models, Methods, and Analytical Procedures in Education Research (Detroit:
Wayne State University Press, 1967), pp. 108-16.
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the curriculum guide and to indicate the extent to which what is .taught
is aJs'c; congruent with the testing progsam. The technique is based on the
assumption that tHere is significant variation in content taught and time
spent on any set of tasks (objectives, concepts, minimum competencies,
etc.) within a school or school system. Another assumption is that once

known, such variables'can be adjusted so as to reach more eﬂectiwl} any
set of outcomes desired. A curriculum sequence is a statement of time and
task statements in ordinal form.

+ Curriculum power is the degree to which a curriculum is able to reach
effectively any set of outcomes desired. Power may be enhanced by dealing
with task inclusion and exclusion decisions regardirig the curriculum and
with the. level of repetition (time) within types of ordination (sequences.)!°

One type of summary curriculum map is shown in Table 1. It is a
hypathetical compilation from individual classroom teachers as to what
they include or exclude in science teaching of 25 possible topics from the
curriculum guide. N :

If we exclude-for the moment a breakdewn of whetker the topics arq
introduced, reinforced, or expanded (something which is extremely diffi-
cult to differentiate in practice ), we can show- that the most time is actually
spent on the following topics (K-12): (a) magnetism (5.7 hours per
week per semester)” over seven .grades; (b) nugrition (5.0) over five
grades; (¢) solur systems (5.0) over five grades; human body (5.0)
over four grades. ' :

By-grade level the most time spent on various topics was: (a) ténth
grade (6.5) four topics; (b) third grade (5.1) six topics; (c) twelfth grade
(4.1) eleven topics, first grade (4.1) five topics, second grade (4.1) five
topics, fifth grade (4.1) five topics. '

Those topics classified as singletons—i.e., they appear only once in
the entire K12 sequence—were simple machines, insects, vélume and
mass. tobacco and drugs. and bonding. One topic included in the/jh:-
riculum puide-—i.e., optical illusions—was not taught at all in the entire
K--12 sequence. v ¢ S

W hat Curriculum Mapping Provides. Using a curriculum map. a
curriculum admunistratsr can compare actual time on task (objectives, -
concepts. minimum competencies, etc.) with the desired time on task to
see the axtent of variance between .actual teaching content and designed
teaching content. This information. in conjunction with the testing pro-
gram and the existing curriculum guide, can help the administrator do the
following:

U Determine a Baseline of Actual Time and Task Emphasis. A cur-
riculum guide provides a hypothetical curriculum. The extent to which it

" George J Posner and Kenneth A. Strike, “A Categorization Scheme for
Principles of Sequencing Content,® Review of Educational Research 46 (Fall
1976); 66590,



Table 1. Curriculu}r\ Mapping: Analysis ot Data
Science Curriculum of Shady Grove Public Schools

-

WALSAS TOOHDS FHL NIHLIM INIWLOT1IAIG n’n’mouun:)

T
, Grades Total Time
TOPIC K 1 2 3+ 4 5 8 7 8 9 10 1 12 by Toplc
1. Simple machines i/t -0 0 0 0 0 0 0 0 0 0 0 0 1.0
+ 2. Worly and energy 0 /1 R/1 O 0 0 0 -0. O 0 0 0 E/ 3.0
3. Locomotion - 11 0 0 0 0 o0 0 0 0* 0 0 E/.2 1.2
4. Insects * 0 0 0 0 0 1 0 o0 0 0 0 0 0 1.0
< 5. Magnetism 0 /1 R/1 E/1 0 .0 E/1 0 0 .R/1 0 R/5 E/.2 5.7
6. Weather 'S 0 0 E/1 0 0 o 0 E/5 0 0 0 0 2.0
7. Kinetics » * 0 0 0 o0 0 0 o 0. 0 0 0 1’2 E/ 3.0
8. Temperature. /5 R/1 R/1 0 0 0 o0 E/S5 0 0 0 0 0 3.0
8. Nutrition ‘ ~+. <. 8 0. 0 0 R R1O ES509 0 ‘E/2 0 @ . 5.0 .
-10. -SeX ditferences . bt 07 0 0 .0 0 0 0 0 0 E/Z20 O 21
11. Ecology . ’ It R/'C.R/1T R/TR/IT O 0 0 0 o*«0 0 0. 14
12. Solar system 0 1 R/t E/Y E/Y O O 0 E/1 0 0 0 0o - 50
13.; Gravity 0 0 0 It @ 0 0 0 0 0 0 0 E/A 1.1
14. Radioactive dating 0 0 0 0 0 0 0 0 I/5 0 0 0 E/.1 6
15. Volume and mass 0 0 0 0. 0 0 0 0 0 172 0 0 0 2.0
- 18. Bonding 0 0 0 o0 0 0 o0 0 0- 0 0 0 17:1 A
17. Human body 0 0 0o _ o0 o0 Y1 E/1 E/1 0O 0 E/2 0 0 5.0
18. Cells 0 0 0 "o 0 V1 E/2 E/5 0 0 E/S O 0 1.3
19. Plants © o0 0. “R/1 O RM1EM1O .0 o0)o o o 3.0
20. Tobacco and drugs 0 0 0 0 G 0 0 E/1 0 0 0 0 0 . 1.0
21. Atom 0 0 0 o0 0 0 o0 0 0 /1 0 0 17.2 1.2
.22 Friction 0.0 0 0 0 0 0 o It o 0 0 E/.A 1.1
23 Optical illusions 0 0 0 0 0 0 0 0 0 0 0 0 0 0.0
24. Waves 0 0 0 0 V2 0 0 0 E/5 0 0 0 R/.1 8
25~Quantum theory 0o o o0 0 0 o0 o0 0 0 0 0 0 11 1.0
TOTAL TIME BY GRADE 37 41 41 51 32 41 32 35 35 40 65 25 4.1

Legend: | introduced. R reinforced; E -- expanded _
Time Delineation number equals hours per week per ceméster

sS1I
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may be followed niay be only obliquely revealed in 2 testin program. If
¥ y ) quely g [

there are significant variations from the guide, it becomes extremely diffi-
cult to adjust the curriculum to-reach more efleciively any range of instruc-
tional objectives without having a data base upon which to issue intelli-
gerit directions, It s almost impossible-to_use test data as feedback under
such conditions. A curriculum map, depending upon the level of detail
included, can providé data on what the actual curriculum includes and
emphasizes, and in what order. Such assessment of teaching content is one
clement which iy almost universally absent in school districts’ attempts
to comply with nuninmum competency requirements,

o 2 Provide a Focus for Curricular and Instructional Adjustments. The
time and task ordipal data revealed from a curriculum map can be com-
pared with the desired curriculum design, and directions can be issued to
insure gieater congruence. If a reference to the testing program is also
mcluded, in the setup of o curriculum map, @ greater level of congruence
between ﬂhjcQ teaching, and testing should occur.

Ordinanly Mwriculum administrators bounce back and forth between
looking at the testing program and revamping curriculum guides, appar-
ently .ssuming that whatever is spelled out in the guides will insure teacher
comphance. What most curniculum maps reveal, often for the first time to
practitioners, is the extremely high level of content variance within the
sime grade level and subject area by veteran teachers who know their
arcas well. Because teachers work in isolation from each other, midstream
adjustments do not usually occur in order to insure any kind of minimal
lever of compliance with o set of outcomes desired. There is no warnine
signal to the instrucniofal statf that the level of content and time on task
varanee s way off from that which will be effective in reaching instruc-
tional targets  mumum cempetency objectives or others—except when
testseores begin to shde. At that point it is often impaossible to reconstruct
any senes of events that vould be retraced to correct any imbalance in
exnting hme and tsk emphases. Most often instructional staff turn to the
curncalum vade as g solution, never knowing the extent to” which it is
representative of the actual classroom curriculum,

Toward a Curriculum Breakthrough

In the Language of management, a breakthrough ocours when a higher
lesel of pertormance s recorded that becomes i new standard level of
pertornunee In order 1o be called g breakthrough, an improvement must
meet two crtern, The first s that the new level of performance has never
before been attamed, the second s that the change is the result of a design,
notluck * A hreakthrough therefore deals with the chronic causes of poor

LM Juran, RS Bingham, Ir.. and Frank M. Gryna, Quality Control
Hundpook 1New York MoGraw-Hill, 1974) pp. 2-15. .

<)
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performance. It attempts to deal with those fastors which control the
largest degree of varance. .

Itis believed that teaching is the pivotal element in improving learner
performance and that the way to improve that performance is to insure
the greatest possible congruence betwean the actual and desired curricula.
I toth are keved to the tesung program. and it is possible to use the
results obtained from testing to make adjustments so teaching will become
more, etfective, a new and superior level of pupil performance should be’
possible to attaim. Te do all of this, however, may call into question the
structure and emphasis of the existing curriculum and the organizational
design alternative selected by management. At that point the practitioner
wil have arnved at an understinding of the pervasive influence of man-
agement theory on curriculum development. .
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Curriculum Change
and the School

Theodore J. Czajk.»wski and Jerry L. Patterson

A el o nticd oo a Chanee into the school invelves some exists
ot redari s Bodaacora oo e vammiate Thege regalanties are in the nature
ol anterded ontcemes It characteristie of the madal process of change in
the schoob caliare that the intended onteome tthe change in regularity) is rarely
s Clearhy and s stated clearly, by the end ot the chiange process it has
nuaneed to et lost I certanly was not an intended outcome of the introduction
of the new math that it should be taught precisely the way ‘the old math was
taneht “Bat that kas been the outcome, and it would be surprising it it were
vtherwise !

. Sarason

One conchisien stands cut clearly - many ol the changes we have believed

o be tahine place it schochng have not been getting into classrooms: changes
wideiv recommended tor the schools over the past 1S vears were blunted on the

shood ad classroom door

Goodlad and Klein

Noarvrrer at what level curriculum gets initiated or deseloped,
ot son el to make a ditference, it must bear fruit in the school and
fociessteoans Hhes Chapter will discuss and analyze school, level curricu-
*amd the one that tollows will focus on the classroom, Sarason
nrikes o bones gboat the necessite of changing behavioral and program-
matic revatantres withm the school it meaningful corriculum change is to
occtir Goadiad and Klan's conclusion underscores the failure of most
marc s curticuium Change eftorts of the past several decades o find their
W cnto schoeis aed Classcooms 1T appears that most efforts at curricu-

funy Change

Sevieear B Satasen The Cultire o0 the School and the Problem of
Covec oo Ao Lind Bacon, 19710, p 3

Thetn b Goedlad and Frances M Klan, Behind the Classroom Doaor
tOh - Chgrdes A dones, 197 p 97,

MWW e Oealum change and curnicalum deselopment interghange-

o s mest carneslam deyelopment secks to bring about some mose or less

ot ke g partoular educationad program Byen curnculam devel-

gt anemph Loodetine aonew program tor example, career education
eoceaban Chanae it ony becaase of s impaet on other cuarricula.

191
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lum change Niterally fall short of significantly influencing what happens in
schools. This seems to be the case even at times when the change is in-
itiated within the walls of the school rather than by some external source,
Certain questionable assumptions about schools and teachers and curricu-
hum change processes have contributed to our problems in fostering and
guiding school curriculum change.

Assumptions About Schools and Teachers

Two Serous Cricisms have been leveled by Herzog at typical ap-
proaches to the concept of planned change. “These criticisms are viewing
schoolveas objects 1o be manmipulated and failing 1o refognize that most
people are cngaged i activites becanse they see value in those activities,
not hecawse thes are resovtant to change.” * Much of the ldng.ua[.c we use
seems to betray our image of curniculum users: teachers and principdls as
passive reciprents in the curnculum change process at best, stubborn re-
sisters at worst. We talk about “disseminating,” “installing,” and “trans-
mitting™ mnovative curricular products. We talk of *change agents,”
“chents.” und “teacher-proof curriculum.™ Even much of the “involve-
ment™ and “shared decision-making™ emphasis of the past scveral years
smachs of mampulation and continues to reflect lack of respect for users.
The practice of characterizing user groups, often by schools, .as more or
less innovative or as innovators or resisters is still very much alive in
school change circles. This blamesmanship stvle is very self-serving and
indicates a simplistic view of human behavior, both individually and in
groups  Fvenaf it mught seem to be fair turnabout on teachers and admin-
istrators who often, blame students for not learning because they ‘“‘come
from broken homdl,™" “aren’t motivated.” or “have poor study ‘habits,”
thi. tvpe of explanation refieets a lack of understanding of and respect for
teachers, piincrpals, and the complexity of their school cultures.

Many schools and thoir inhabitants have good 1eason for resisting
curnicutum change. Inw historical sense they have probably been lied to,
conned. mamipulated. and coerced many times by so-called change agents.
They have kely Tearned towenore, resist, and. if necessary, subvert efforts
to change thar clissroom situations, particularly when they feel their
vhasstooms are operating successfully .

In o recent article which discussed teachers” reasons for resisting

av.ations i the school curniculum, Delahanty stated:

Teachers tear rsk to clasroom disciphine. puptl achicvement. and ulti-
tately their own reputations Morcover the nishs are otten unaccompanied by

YJohn D Herzow “Viewmyg Bsues from the Perspective of an R and D
Center 7 gueted m KA Tethwood and HH - Russell, “Focus on Implemen-
tatien,” berciange 301973 150 thabios added. )
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convincing prospects of success. Failure is most often attributed to teachers, not
Innovators: siiceess to innovators, rarely to teachers.4

“

Sarason emphasized a related point:

Another Fuctor too lightly passed over by those involved in plianning and
change s thut many ot those who comprise the school culture do not seck change
or react enthisiastically to it ‘There are those among the “change agents” whose
ways of thinking are uncluttered by the possibility that others sce the world
differently than they dao®

A entical element of any school change process is rcadir&ess for cur-
riculum change —that is. a school staff that perceives a discrepancy be-
tween what is and whar could be going on in thir school and classrooms.,
IU's likely that readiness for changercomes:about in an idiosyneratic man-
der in each school and is based on that school's cultural peculiarities. The
cultural contigurition of any school has many reasons for being the way

itis. Some are caused by the particdlar people who have collected there; -

some result from formal and informal leadership; some arc based on his-
torical oceurrences: and so on. These factors contribute to basic cultural
features like interpersonal norms, vested interests, and coping behaviors
which undergird a school’s behavioral and programmatic regularities. In
Sarasen's words: . ‘ '

In trving to understand such g complicated human network as a school
swstenm b s oansutheient e characterize its organizational structure as more or
less authoritariag There can he many variations in organizational structure,
and these vartations are important in terms of the pattern of human functioning.
Pikewsse similar orgamizational strictures can be inhabited by different kinds of
people. and this too s important. The interaction between structlire and individ-
was must be our tocus Furthermore to make matters even more complicated,
o precochy thiy kind or anteracnon, occurring over long periods of time. that
results o somecthing we call a subcudture, which is held together by a forée not
much ditterent and ro less poweriul than the leelings of morabity that bind our
larger western culture © ’ 4

There s litde utihity m Labeling a particular school's cultural nature
simply as ainnovatse or trudiponal or in planning to use the same curricu-
lum Change stratess across several school cultures. Those who seek to
provide curnculum leadership must come to understand the complexity
and umgueness of each schoul culture., hey must respect and aceept each
schtool culture for what s and what it represents angl seek from it the
data and human resources necessary to help plan effeftive change proc-
esses On the other hand. curriculum Teaders who view Schools as similar
objects 1o be mampututed and teachers as resisters without reason have a
vision of reality which s unbikely to promote successful curriculum change.

"David B Delabaniy . “Myths About Older Teachers” Phi Delia Kappan
SYUluTN) 2nt

“Sarason, The Culture of the School, p. 8
il p 230
(>
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Assumptions About Curriculum Change Processes .

Assumptions about the change process are often at the rdot of un-
successful school change efforts. Some of the more obvious and question-
able assumptions about change are illustrated by lincar models, sequential
steps, and “best™ ways to promote change. School curriculum change
processes are too dependent upon the unique aspects of the school and
its inhabitants to be characterized by linearity or “best” sequential steps.
Sarason questions such assumptions as he discusses where to start:

Ewould suggest that where one starts has to be a problem that is presented
to and disconsed with the target groups  not as a matter of eMpty courtesy or
ritualistic adherenfe to some vague democratic ethos but because if gives one a
more realistie piciXre of wlar one dealing with: An obvious consequence of
this o5 that i ditfervent setrines one may very well amwerthe question of where
to start rather ditberentls o consequence that those-sRo need to, follow o recipe
will find unsatistactors becaise there s no one place to start. Still another con-
seqiienee i that one muae deaide, ndeed there are times one should decide, 10
Mart now here, that s, the mominul conditions rc@ircd tor that particular change
to tuhe hold regardless of where one stirts, are not present. The reader should
note that the decision nat to proceed with particular change, far from bheing an
Chasken forces one to o consider whar other hidy of chanees have 1o take pluce
hetore the numintal ./uh!mm vant be said 1o evivt?

In addiion 1§ taulty assumptions about readiness for and initiation
of curniculum change, there is often a lack of understanding of and sub-
stantive attention o implementation. Most obviously deficient are those
processes which seem to expect the transition from planning, adopting, or
adapting to implemenime smply to oceur. Fullan and Pomfret recently
published an outstanding resiew of “Research gn Curriculum and Instruc-
ton Implemeniation ™ Amaong other things, they conelude:

It there v one tinding that stands out inour review., it is that effective
iplementation ot socal mnovations Jthose that requure role changes| requires
tme persenalmteracnon and contacts, ansersice training, and other forms of
peeple hased support Rese ech has shown time and again that there is no sub-
sttute tor the prmacy of pesonal contact among implementers, and between
miplementens and plinoers consaltants, o the dithicult process of unlearning old
Folos and Teatmne new ones s to occur Fgually clear is the absence of such
cppetinnimes eneresalar boasicdunng the planning and implementation ot most
wnevatons AL this mcans s that nes approaches to educational change should
wclude loneer tme penpectives more smallscale intensive projects, more re-
ireeg e and mechansms tor contact smone would-be implementers at both
the mi.mun oradvption staescand espeaally diring implementation. Providing
these resonrees mn sot he pobineatlv and financially feasible in many sitations,
hat there v e guestien that etfective implementation will not oceur without
them * :

Tlhadl opp 217N
CANachacl Bodbin amd AL Pombret.” Research on Carnentom ind Instrue-
ton Emplementation.” Ke-wow of Fducational Research t\Winter 1977); 391-92,

15,
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Fullan and Pomfret also supported Sarason’s notion that changes in
behavioral regularities are necessary if a significant degree of implementa-
tion is to be reached. They discussed a series of studies emphasizing such
tmdmp as a majority of teachers’ inability to identify the essential features
of the innovation they were supposedly using, and an innovation’s descrip-
tion in abstract global terms with consequent ambiguity on the part of the
teachers as to what the change entailed behaviorally. Then Fullan and
Pomfret diagrammed their proposition:®

e N . . 3
Low explicitness - User contusion - Low degree
Lack of clarity of
Frustration " implementation:

It seems reasonable that changes in programmatic Sebepavioral
regulirities would be unhkely to oceur if users did not know “plicitly
what the essential features of the curriculum change were and}if they
could not specify the behaviors they would have to pcrform td put the
change into action in their ¢lassrooms. .

Whether the Tocus of initiation for curriculum change is external to
the school (for example. national or statewide) or internal (perhaps in-
spired by a group of teachers), a process can only be effective to the ex-
tent that it influences what goes on in schools, classrooms, and their sur-
roundings. It is our contentign that curriculum, in a real sense, is what
happens in and around schwls when kids, teachers, and things interact.
Whether that curriculum has been inspired by a professionally bound and
shickly pachaged curnculum product or by highly personal scratchings in
a teacher’s plan book. it is successful only to the extent that it enhances
the quality of educational experiences that a* particular group of young-
sters has. To the extent that some written or otherwise established curricu-
lum has become mternatized in a school’s people, things, and interactions,
it s Bikely to make a ditference: to the extent that it hasn't become so, its

value to that particular school is at best unrealized.

In summary. 1t seems that some faulty assumptions about curriculum
users s individuals and groups and about curriculum change processes
deserve consderable responsibility €or the failure of many efforts to ex-
tend suceesstully through school and classroom doors. Inadequate under-
standime of and attention to the culture of a school and the way it interacts
with the stages of curriculum change has been an obvious problem for
cutteatume deaders The implementation “stage  has been  particularly
shehted i most curriculum change efforts even though it seems critical to
haneesan behavional and programmatic regularities and ultimately to the
potentid tor success of anv attempted change.

In . etfort o help bolate and illuminate some of the “particulars™

ob school cutncutuny change, we have developed a descriptive model
which we call the Framework for Understanding School Curniculum:

' Hwd PP 16864
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Change. In the following two sections we will introduce it and use it to v
describe some examples of strategies which could be used as part of a
- total school curriculum change process. Walker emphasized the need for
theoretical jntegration of the curriculum field and warned against pre- -
scriptive models:
~ . Theoretical integration should lead to firmer. m:orc dependable, and
more readily interpretable generalizations, But I doubt whether we shall ever see
. wetul wide generalizations about earriculum change because so much depends
on the particulars - the particular subject involved and the particular reforms
being pursued. the parficular climate of the times. what else happens to be going
on at the same time. the particular-locale with its unique actors. This situation .
is not cause ter despair, but® rather for caution and modest expectations . . . The
image of the technician at the control pasel directing the entire operation needs
to be replaced with a more realizable one, perhaps that of the modntaineer using
all ot the tricks of modern science. together with personal &ill and courrage and
an intimate study ot the particular terrain, to scale a peak. !0 N

Framework for Understanding School Curriculum Change

]

A The purpose of the Framework is to conceptualize and describe prace
tices at the school level which are aimed at curriculum change. The Frame-
work is descriptive, not prescriptive. In other words, it doesn't purport to
tell curriculum leaders what they should do or pass judgement on what -
they did. Rather, it provides concepts and categories for describing the
realities of school-based change, trving to simplify without being simplis-

. tic. We hope it will arm the curriculum leader as “mountaineer” with
some tools for navigating the climbs up future “peaks.” ’
‘The Framework for Understanding School Curriculum Change will *
be constructed using four components: stages, nature, orientation, and .
strategies of curriculum change, This categorization is offered with the
quahtication that any effort o describe curriculum changg in such form
will fose some of the dvnamics of change occurring in a schaol, Perhaps .
cxamples of the Framework in action will give some life to the schema.
'

Stages of Curriculum Change ‘
..

Numerous models have categorized the process of curricplum change
it anywhere from o stages 1o eight or more."! For purposes of this
discussion, however, the number of stages is not important;.the important
poimt s that the stages as a group aceurately describe the curriculum
change process Although the stages represented in Figure | are depicted
sequentially, the read Iife of the school curriculum change is less linear and P
much more dynamie.

 Decker B Walkes “Toward Comprehension of Curricular Realities.” in
Review or Researchin Fducsnon, ed , Tee S, Shulmuan (Itasca, 11L: P, E. Pea-
cowk Publishers 1976y, pp ST 82

KA Tehwood and Ho HL Russell, “Focus on Implementation.™ Inger-
change 4 (19739 1025 ' -

.
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Figure 1. Framework forlUnderstanding School Curriculum Change
. b‘ '
. J . '

The initiation of curriculum change usually comes about in one of
three ways. In sume cases, school staffs fote a discrepancy between what
they think could be happening within the curriculum and what curriculum
practices actually exist. As an example, Belmont Middle School health
teachers recently. participated in a workshop on physical wellness.. The
teachers realized that much of their current curriculum centered on the
congept of.illness and how to treat it. After several planning sessions, ‘the
teachers agreed to initiate changes in their health curriculum so that the
emphasis shifted ffom illness to wellness.

Sometimes, an innovation becomes simply an attractive alternative fo
what's currently being done. and momentum grows io adopt the new idea.
The teachérs at Sadler Elementary School voted to adopt a program of

Individually Guided Education (IGE). The decision was not based pri-

was based on the wmprchemne nature of the IGE managerpent and re-
porting system and its value to the Sadler staff.

A third way of initiating curriculum change is to mandate it. For
instance, the superintendent of Marsh Hollow School District directed all
schools to have a competency-based physical ¢ducation program within
12 months.

Regardless of the furm it takes, the initiation stage usually includes
a plan of action gimed toward implementation. Many times plans change
as the process unfolds, but the transition from initiation to development
frequently oceurs with the completion of basic plans. :

Development consists of a school staff's readying the curriculum for
implementation. At Wells High School it took the form in social studies of
modifving a commercially prepared program. More specifically, the teach-
ers spent about a year tailonng a program in law-related education to fit
the needs of the Wells students. Tailoring, in this sense, meant omittinig
student objectives that were covered in other courses and including objec-
tives that had been developed by local law enforcement programs.
©In another school, curriculum development involved teachers' gen-
crating their own curriculum product, piloting it at two grade levels, then
prepanne a tentativeggurriculum to be used by all teachers in the school.
The understanding wiis that further development should occur, based on
the results of a one-ver trial.

Fhe implementanion stage begins when one or more of the features of
the planned change s put into action by users. One of the morg compre-
hensive conceptualizations of implementation was developed by Hall and

17}

marily on-discrepancies between what was and what should ; Rather it
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Loucks. They contend that individual users reflect roughly seven different
“levels of use"—e.g., mechanical, routine, integrated use—as they be-
come more adept at using the innovation.!?, Without elaborating on the
categories, it should be apparent that implementation isn’t a static point,
In fact, as Fullan and Pomfret point out: : 4

-+ Implementatign is a highly ¢ mplex pro'ccss involving relationships

“between users ind managers, and among various groups of users, in a process

characterized by inevitable conflict and by anticipated and unanticipated prob-
lems that should be prepared for prior to attempting implementation and con-
tinually addressed during 1.1+ . - B

f . . A L
As mention=d ecarlier, the stages illustrated in Figure 1 represent one:

way of viewing the curriculum cHange process as it unfolds. Witwii each,
of these stages, change can assume a variety of forms as described below.

Nature of Curriculum (.'haﬁge

In simplest terms a distinction can bt made regarding the nature of
change between unplanned and planned change. (See Figure 2.) Un-
planned change encompasses any alteration in curriculum that evolves
without deliberate decisions which are goal directed. In one hypothetical
instance, Whitmore Elementary School experienced virtually no teachet
tumnover for almost a decade. As the pendulum of prevailing curriculum
change swung toward a basic skills emphasis, teachers found themselves
relying more and niore on instructional practices they had used years
earlier. Staff stability contributed to continual Vreinforcement of certain
biases about what the school's_curriculum should be. Over the course of
ten years, Whitmore became labeled an extremely traditional school with
an outmoded curriculum. The curriculum probably justified the allegation.
It scems fair to-say"that what happened was a natural occurrence and that
it was unplanned in the usual sense of the term.

. .

Figure 2, Framework for Understanding School Curriculum Change

NATURE (oo . _ @
. :

By contrast, planned change implies something more than happen-
stance. Unruh, for instance, offers the following definition: *“Planned

v

2 Giene, F. Hall and Susan Loucks, A Developmental Model for Deter-
nuning Whether the Treatment is Actually Implemented.” AERA Journal 14
(Summer 1977) 263.76; Gene'F. Hall, S. F. Loucks, B. W. Newlove. and W.
. Ruthertord, “Levels of Use of the Innovation: A Framework for Analyzing
Ianovative Adeption,” Journal of Teacher Education 26 (Spring 1975): 52-56.

'3 Fullan and Pomfret, “Research on Curriculum,” p. 391.
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166 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT
change invelves mutual goal-setting and- a coscious, deliberative, and
collaborative effort to apply appropriate knowledge systematically to
huiman affairs so that procedures can be designed for reaching the goals.” ™

JAs used in the Framework for Unders’tanding School Curriculum
Change, planned change refers to any deliberate attempt to bring about
change in the curriculum. The locus of initiation'for a change may range

-« from a fedefal statute requiring nondiscriminatory activitics in the physi-
cal education curricdlum, to a team of science teachers trying to improve
their unit on plants and animals, to an individual teacher seeking to im-
prove his her reading program. In any case, there is a deliberate effort to
influence curriculum.” Further discussion in this section will address such
change. This is not to minimize the effect that unplanned change has on
school curniculum. but to narrow the focus to activities planned by cur-
riculum leaders and school staff to improve curriculum.

Orientation of Curriculum Change §

<

As illustrated in Figure 3, most curriculum leaders have an orienta-
tion toward curriculum-change that can be categorized as either individual
or group onented. Curriculum change practices, in general, seem to oper-
afe on a set of assumptions drawn from a psychology of the individual.

3

rl

. Figure 3. Framework for Underéta‘xding School Curriculum Change

STAGE (\ _‘D

1

NATURE D)

: ORIENTATION (rere)

FPhat i, activities geared to hrm‘g{ about change are based on how individ-
ualy behave apart from their place in a group. An individual-oriented
chanee stratest | for instance, would take into consideration personality,
homeostisis, sequnitv, and the Like as variables affecting the planned
 vhanee On the other hand, a group-oriented strategy tends to focus
Ppnmartdy on socnal psvehological factors, The culture of the group, with
s ccompanviny noims, values, incentives, and power structure, may
exert a4 much greater mfluence on proposed change than the collection of
i sduals an the wroup In Sarason's words:

olenss G Usiruh, Responsve Curnecwldum Development. Theory  and
Avnon tBerheles, Calit MceCutchan, 1975),
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Many of usy are intellectually reared on a psychology of the individual{
that s, we learn, tormally or intormally, to think and act in terms of what goes
on invde the heads of individuals In the process it becomes increasingly ditficult
to becdme aware that individuals operate in varfous social settings that have a
stricture not compiehensible byaour existing theories of individual personality.
In Lact.an many situations 1t s likely that one can predict an individual's
behavior tar.better on the basis of knowledge of the social structure and his
posttion an at than one can on the basis of his personal dynamics. !

In summary, one orientation to change emphasizes a psychology cen-
terig on the behavior of individuals, A group orientation, on the other
hand. assumes that an alteration in the prevailing school culture is neces-
sary for curriculum’change o occur, :
Strategies for Curriculum Change ;

Although i the real life of the schwols curriculum ghange strategies
My vary ecording o the conditions of the moment, it is possible to talk
about the three general strategies that appear in Figure 4.

,

Figure 4: Framework for Understanding School Curriculum Change

— __

NATUHRE ( ‘

STHRATE Y ( EEP /‘ Infiyence

A power strareey s one that usually emanates from the “top-down,” g
and the school or teachers have little control over the decision to partici-
pate Usually this strategs takes the form of legislation, court orders, or
directives from superordinates Short of the radical position of nonpartici-
pation with ats attendant consequences, teachers usually enter into this
form of Change with a low fevel of commitment to the change itself. At
best. commitment lies m a denved outcome unrelated to the goal of the
chanee effort Many tines the mcentive for participation in a power strat-
cev s toavord the nepative sanctions for noncompliance. The role of the
teacher umder these conditions s usually passive, reacting to the forces
amed at bringing aboat some form of curriculum change.

Fxamples of power strategies would be accountability Tegislation
mandating the festing of students on speaitic objectives in reading, Title

¥
B Sarasen, The Culture ot School, p, 12,
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_ . LN
IX regulations. a superintendent’s dircctive requiring all elementary .
schools to include metrics in the math curriculum within nine months,
and a principal's demand that all teachers emphasize grammar as part of
their language arts program.

An influence strategy is one that is designed to make curriculum
change attractive -to the participants. Other labels used to describe this
strategy are persuasion, manipulation, and utilitarian. The major premise
of this strategy is that curriculum change can take place if the conditions
for change can be made sufticiently appealing to entice action by a school
staff. Thus the commitmest to change using an influence strategy is usually
based on a perceived benefit to the participant, not on the change per se.
For exan.ple, if teachers are influenced to attempt the curricular changes
involved in changing from a junior high to a middle school organization,
and a feature of the new organization is additional planning ‘time for
teachers, they may become committed to the change because of the in-
creased planning opportunity. Of course, this type of commitment can be
very tenuous; if another set of attractive conditions comes along, com-
mitment could shift quickly.

The role of the school staff within an influence strategy can be pas-
sive or interactive. Teachers can choose to participate only at a level suf-
ficient to recene the incentives. Or they can share in the decision making
as well as the curriculum change activities because the change happens to
be the best option asvailable under the circumstahces.

Reavon strategies provide the foundation for many models of educa-
tional change In this approach, commitment is to the change itself.
‘Teachers clearly see the need for a given change, and they are willing to
take the steps necessary to achieve their goal. The incentive for engaging
in the process of curriculum change is the substance of the change. Usually
the participant’s role extends into leadership, decision making, and active
mvolvement in the process. The reason strategy assumes that with suffi-
cient-hnowledge, skills, and resources, teachers given the opportunity will
move 1n 4 reasonably deliberative manner to reduce the discrepancy be-
tween what s and what ought to be in the curriculum,

Application of the Framework for Understanding
School Curriculum Change oW

Now that construction of the Framework »is complete, an explana-
ton s an order regarding s application in the world of the school. Most
maodels of educanonal change propose one “best™ way, as defined by the
authores), to bring about change. What's neglected is the fact that change
n education s butfeted by a variety of forces, both withfh and outside the
school I order to deal with these forces appropriately, a description of
curriculum chanee needs to take into consideration the realities of cur-
neulum change practices, The Framework for Understanding School Cur-

“"\'
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riculum Change attempts this by recognizing that a given change takes on
its particular configuration due to the conditions that go into making a
decision regarding effective change,

There are many paths to take using the Framework. It is important
to understand that while some paths may be seen as generally more favor-
able, any of the possible paths may be appropriate for a particular school
situation under a particular set of circumstances. Recem research on cur-
riculum and instruction has underscored the variety of practices that have
been applied. ™ The Framework is an important step in conceptualizing
what these practices actually mean in the realm of schoo!-based curricu-
lum change. '

To illustrate the application of the Framework, Certain paths are
described below. Tt should be pointed owt that these are only representa-
tive. In reality. most of the possible combinations have been used in
schools, in varying vircumstances with varying degrees of success. )
Initiation/ Powcer /Individual Path )

Frequently schools experience a “top-down™ directive requiring
changes in schoot cusriculum practices. The following example character-
izes what an individual-oriented power strategy would look like.

Title INX of the [Zd‘ut-ﬁun Amendments of 1972 declares, in part,
that

No personan the US shall on the basis of sex, be excluded from participa-

“tion . be demied the benctits o, or be.subjected to discrimidation under any

cducational program or activity recerving Tederal financial assistance.

CRelating specitically to curriculum, Section 86.34 of the Title IX
regulation states that schools may not “provide any course or otherwise
carey out any educational program or activity separately on the basis of
sev. or require or refuse participation therein of any students on the basis
of sex,ancluding health, physical education, industrial, business, voca-
tignal, technical. home economices, music, and adult education courses.”

LUpon recenving noutication of these roquirements, the director of
curppealum moa suburban school district ashed each school to see to it
that all teachers complied with the regulstion within nine months. The
currrculuny chanse process set i motion at each school followed along
these hines G Al teachers were wiven a copy of Title IX regulations,

(hy They were asked to deternine to what extent their curriculum was in
noncompliance (¢ They were tnhl to submit a plan of action for redress-
g any noncomplunee , .

-t s dlustration depicts how the initiation of curticulum change could
ocpur emploving a power Mrategy that focused on changing the behavior

of individuals apart trom their role i the culture of the school
~

 Fallan and Pomtret, “Research on Curriculum,” p. 391,
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Development/Influence/Group Path .

Curriculum change practices during the development stage are often

shaped by a myriad of forces, both within and outside the school, vying
for a *tbest™ curriculum as defined in their terms. Thex example below
traces one school’s experience in the curriculum development stage,
. Burris Middle School recently completed g needs assessment in social
studies that showed some problems in curriculum coordination” between
seventh and cighth grade: The staff agreed some form of action was in order.
But the school had just moved to a1 multiage’ organizational structure the
previous year, and commitment to further energy-draining activities was at
low ebb. ‘The prinaipal, sensitive to the norms and power structure of the
school, realized that an appeal to reason would cause some staff members
to act out of.the need to improve curriculum coordination. The principal
also realized, however, that the designated, leaders of the four teaching
teams considerably influenced any staff decision. Another factor the prin-
cipal noted” was the outdated supply of social studies program materials.
Consequently, the principal identified some funds that were available to
purchase materials and called a meeting of the team leaders with the
following proposition: If the staff were willing to meet bimonthly from
3:30-4:30 PM. 1o try to resolve the curriculum discrepancies between
seventh and eighth grade social studies, new textbooks could be ordered
to support any changes in the curriculum.  ~

These incentives made the needed curriculum work more attractive
to the team leaders. They, in turn, conveyed to their colleagues that con-
ditions were ripe for beginning curriculum_ development. The staff was
inttuenced by the opportunity to get new social studies materials, and cur-
riculum development got underway, due in large part to the principal's
understanding of the culture-6f the schosl in connection with an influence
“orientation toward the curriculum change.

Im plemmu-uinn /Reason/Individual Path

As cited m Fullan and Pomfret’s research, few curritulum change
projects ever reach the implementation stage. Even during implementa-
tion, though, vartous combinafiens of curriculum practices are available.
The example below illustrates how a school applied an individual- orlented
reasoned approach to implementation. :

Stanford Elementary School had spent four years attempting to better
indisidualize its curnculum. Through a series of inservice opportunities
funded by a Title IV pr: nt, the entire staff had revamped the curriculum
to include learting centers as a central means for mdmduallzmg For the
past sex months, all teachers had been implementing the learning center
convept with varying degrees of suceess. Even among those still struggling
at a mechamcal use level, commitment was high. Teachers continued to
seek new adeas for centers, and those who were most successful were
cager to help those who weren't, .

I
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‘_‘__/ The principal viewed thc prevailing curriculum practices as an oppor- *
tunity to pair teachers in professional growth teams so that help could
be made available to thosé who needed it most. Because all teachers in
the school were convinced of the merits of learning centers, the incentive
to change was the change itself. Thus, the principal figured that if indi-

* vidual teachers were given opportunities for mformauon and training,

they could eventually begin using learning centers in ways that fit their
teaching style, rather than continuing the routinized approach some were
employing. The staff agréed and used the teaming system to further imple-
ment the learning center methods.

Our purposes for sharing the framework and depicting a few of the
many possible paths to change are: to underscore the complexity of school’
curriculum change processes: to provide the reader with some sensible
and useful categories for observing and engaging in school curriculum
change; and to emphasize that options are not inherently good or bad,

- only more or less appropriate depending on the “particulars” identified

) by Walker."?

.’5',

s
-

Changing Schools and “Scaling Peaks”

In the first section of this chapter we discussed how certain faulty
assumptions about teachers, schools, and the process of curriculum change
have interfered with efforts to adopt, adapt, or generate curriculum. We
concluded that section with Walker's statemént which included an image
of the curriculum worker as “‘mountaineer” rather than “technician.” The
discussion of the Framework for Understanding Schoo! Curriculum ﬁ(ange

. emphasized the complexity of the process, among other things. Mow we
i will emphasize some useful assumptions and observations in an attempt -
' to enable the curriculum worker as “mountaineer” to:understand the
nature of some of the “particulars™ he/she will face “scaling the peaks”
of curriculum change.

For openers-we would suggest a new organizing concept for the
process—program improvement. It seems to us that activities called cur-
riculum development, adoption of innovations, curriculum change, and
selection of new materials all represent attempts at program improvement.
Further, particularly at the school level, curriculum, activities, staff devel-
opment activities, and program evaluation activities should be interrelated
efforts to improve program. These statements lead us to our general
assumpuon, or “particular” if you will. Schools that méaningfully coordi-
nate curriculum change, staff development, and program evaluation toward
spectfic aspects of program improvement are more likely to re.ch suc-
cessful implementation than those that don’t. The “particulars” and dis-
cussion that follow elaborate on this assumption.

17 Walker. "Toward Comprehension,” pp. §1-52.
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Teachers and Program Improvement

An impeortant lesson of the “Decade of Reforni™ (1965-1975) is that even
the “hest™ educanonal practice s unbikely to tulfill ity promise in the hands of
an e Yuately tramed or unimoovated teacher, We have lesrned that the prob-
lem ot retorm or change s more @ tunction of people and organizations than
ot technology

McLaughlin and Marsh have done an outstanding job of drawing
imphcations and conclusions from the Rand Study of Federal Programs
Sepporting Fdoational Change ™ Sonte of the assumptions below relating
teachers and staff development to program improvement are supported by
their article.

in terms ot Anowledge ahout the practice of teaching, teachers often
represent the bese cimcal expertise available. "This assumption adds an-
other dimension to the argument that teachers must be substantively
mvolved 1 the process of curriculum chang: It suggests that we use the
chineal expertise of teachers to test and alter curriculum ideas so that
they may be more meanmgfully appiied in school and classroom settings.
Not to use the chneal expertise of teachers risks the demise of a perfectly
good curniculum idea or procedure only because it was not structured or
modified to meet the realities of the school and teachers expected to
implement it Outside experts often hesitate to 10t teachers manipulate and
alter their curniculum ideas and procedures bcmuac they fear the teachers
will destroy them.

The other side of the coin is more arpealing. If teachers in a school
do not have the opportunity to manipulate and alter—yes, even destroy—
an adea, s unlikely that they will ever come to understand, own, or
implement at,

Ina semve, teachers and administrators need to “reinvent the wheel”
cach ame currncwdum change is brought to or generated within the school
hulding So often we hear the comment in educational circles, “We don't
tor shouldn’ty have to remvent the wheel.” The comment sezms to be
based on the assumption that once’ curriculum has been “invented” it can
be transferred directly i some manner to other schools. This assumption
seems to nore the impheations of differences in school cultures and the
vomplestties of the curriculum change process reflected in our discussion
of the Framework for Understanding Scaool Curriculum Change. Jus: as
cacht weometry student must reagiscover, for example, the Pythagorean
Fheorem af he she s to understand, .npply. and make it his or hers to use,
somust the sttt of @ school rediscover the meaning (to them) of a curricu-
tum adea and be able to understand. own, ard use it in their particular

S Milbrey WML aughhin and David D0 Marsh, “Staff Development and
Scheol Chanee.”™ Teachor’s College Record RO {September 19781 69

“'The tindings ot this study are reported in eight volumes under the gen-
cral ttle, Foderal Programs Supporting Fducationa! Change. R-1589-HEW
£Santa Monica, Culit: Rand Corporation, May 1978).
/ ~0
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situation. Even something which seems relatively simple. like clarifying
the purpose for currculum change, requires complex interactions by a
school staff and often a conuderable amount of time and energy. Perhaps
1tas aot only necessary for each school staff to “reinvent she wheel” but
also to reestablish the purpose for working at “reinventing the wheel” and
to determing whether the “wheel.™ once “reinvented.” will contribute to
improving their school's educational program. At any rate, it is likely that
the “reinventing” process is more important than the “wheel.”
Prowssional learmng o« long-term, nonlinear process. School pro-
gram improsement s based on the quality of the professional learning
that occurs as teachers and principels struggle together to define a cur-
neafum-adea, acquire the perceptions and knowledge required to make it
happen. and incorporate 1t into their total school program. The meander-
g path from adentifying. or recognizing a need to improve, to evaluating
the extent to which implementanon contributes to_the educational experi-
ences of the students is based on many readjustments to data about the
stitl and where they are relative to the process. “Stages of concern” and
Clesels of use™ mformation that reflect personal and behavioral patterns
are examples of data that could help a curriculum worker plan appro-
priate iterventions in the process.= :
Statt development shoudd be seen as an ongoing part of the school
provram tmprovement process. Stafl deselopment can help teachers and
admimstrators shaipen therr program improy ement goal(s) and establish

commitment and ownership gradually as the process unfolds. When school _

sall come to see stail development as g functioning component of the
chntinung provram anprosement process, they have probably reached a

selt renewing mode. Usng the tindings of the Rand Study, McLaughlin

and Muarsh found:

Wihin the mhost soocesstl progecis, the project was ot a projeet” at all,
bat an mtearal part ot an oneomne problem solyine s1ud improvement process
within the school Ina sense aood sttt development never ends. It is a continual
chatactensnge ot the schwool yte

l.vmlvnhc’p and Sehool Change

Three Tevels of Teadersiip seem to have o stigniticant impact on the
qualits and ¢iectiveness ot program mprovement ior our purposes we
will jdentify them as principal, district admimistriators, and project coordi-
nator

Princpals have a sigruticant impace on program improvement throwgh
ther anfluence on scheol organczational clonate and  their behavior in
support of the proceas s often said that the principal sets the tone for a
school buiiding. To the extent that the tone of a school reflects good work-

S HalL oucks, Newlove, and Ruthertord. “Levels™; Hall and Loucks, “A
Desclopmental Maodel.™

1 McLaughlin and Marsh, “Staff Development,” p. €0,
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ing relationships among teachers and a willingness to struggle openly a&
honestly with problems, the school is more likely to achieve program im-
provemient. The sense of ownership that usually develops when school staffs
have the opportunity to shape specific attempts at program improvement
'S necessary to promote high level implementation. Principals also send
important messages to teachers with their behavior and involvement in the
program improvement process. Rand Studg results support the following
conclusion:

‘The importance of the principal to both-the short- and long-run outcomes
ob innovative projects can hardiv be overstated. When teachers thought that
principals dishihed o project. we rarely found favorable project ouicomes. Some
projects with neatral or inditferent principals scored well, particularly in the
pereentage of goals achieved. but these projects typically*focused on individuali-
sation or eatnculum revision, and had highly effective project directors who
compensated tor the lukewarm principals. Projects having the active support
ot the principal were the most likely to fare well, In géneral, the more supportive
the principal was perceited to be, the higher was the percentage of project goals
achieved. the greater the improvement in student performance, and the more
eatensive the continaation of project methods and materials,

The principal’s umigue contnbution to implementation lies not in "how to
do it advice berrer offered. by project directors, but in giving moral support
to the stall and an creating an organizational climate that gives the project
“legitimaes

Duostrict adnunistrators or “downtown” staff de have a significant
impdct on program mprovement through resource support and other per-
cervable expro cony or anterest. Again the Rand Swidy provides a basis
for a conclusion that s helpful:

Lhe support and inrerest of cemral oflice stafl was, as suggested carlier,
very important tostal? willineness to work hard to make changes in their teach-
e practives  Thouch o skifled and enthusiastic project director may be able to
cflecnvels implement o special project in the absence of explicit support from
downtown prosect sttt are unbikely to continue using project sirategics unless
district administrators express interest ¥4

An etlectne protect coordmator has a significant impact on the level
ot implementaton reached in program improvement efforts, The project
coordmator mas hase been employed to perform the role or may be a
curniculum: coordinator, principal, teaher, or someone else representing
another role who has been assigned to or otherwise achieved a position
of leadership Tt seems cnitical that the project coordinator be perceived
by the school st as effective. This usually requires that the project
coordinator be sensitive to the types of assumptions and information con-
tamed 1 this chapter This person should be an effective process con-
sultant. she he should be able to perceive the nuances of group processes

2 Paul Bermuan and Milbrey W Mol aaghlin, Federal Programs Support-
o b diwanond! Change, Volume VIHE Implementing and Sustaining Innova-
tony: RISRY XCHE W iSanta Monica, Calif.: Rand Corporation, May 1978).

> Mol aughlin and Marsh, “Staff Development,” p. 81,
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and school culture, to encourage the, group to ask the difficult questions
and follow good decision-making.procedures, and to shift gears and plan
mtersentions that respond to complex shifts in the process. The project
coordinator may, more thin anyone else, be the one who performs the

role of the “mountameer.™ It should be evident by now that it is not an -

easy role because the process is so complex and has no precise sequential
steps or guidelines. Using the Rand Study data, McLaughlin and Marsh
have concluded:

the Change Agent duta show that the more effective the project director
G the siew ot teacherst the higher the percentage of project goals achieved,
and the greater the student improvement observed as a result of the project. An
cffecgve project ditector has ceniticant instrumental value to project implementa-
ton 'y dud-tm ~ospecial shalls or knowledge can foster staff understanding of
project goals andggperations. mimmize the dav-to-day difficulties encountered
by chassroom teachers. and provide the concrete information staff needs to learn
durig the course of project operations 24 ’ oo

Climbing the School “Peak*™ Some Clpsing Commen@s

Given the realities of sehiool culture and the apparent need %0 mean-
mgtully involve those most responsible for implementation, the school
seems o he the primary umit for programy improvement. Whether the
curriculum dei bewne deliberated by a staff comes from some external
saurce or s penerated Jithm the school, the idiosyncracies of the particu-
Lt school calture must be adequately perceived and carefully considered
m planinnye and guiding the process. Some perceptions can be supported
by fintls sophisticated data costages of concern,” “levels of use™):? others
can find support v schema Lke our Framework; others must remain more

subjective and mtuitive becatise there are as yet no conceptual tools or
-
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lenses which theoretically antegr e them. Many of the tools and skills of
the “mountuncet™ are as set relatisely pr dve, and the school culture,
s torandable toe NS Sarason has cautioned us:

MEthat Fam saviy ot this pomt is that when we sav oa setting is “orga-
Arad T or that caltires ditfer trome cach other, we mean ataong other things,
that there s o distinct stonctare « pattern. that, so to speak. governs roles and
mterrelationships within that setung: What s imphied, in addition is that struc-
ture antedates any one andaduad and will continue 10 the absence of the indi-
vidual Temay well be that s preciselr becanse ene cannot see structure in the
sme wan that one sees enondividial that we have trouble grasping and acting
me s (‘l({l\ cantenee -

On the other hand we do have some reasonable, data-based information

ahout “particulars™ that can hodp us i “sealing™ program improvement
Cpesihs T We have tnied o share such information in this chapter.

" .
“ Hall and others, “Fevel™; Hall and Loucks, "A Developmental Modet.”
“Sarason, Lhe Culture of the School, p. 12,
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-, . The Realities of
- Curriculum Work:

‘ . The Classroom Level

/ o e Joel Weiss

v

Frw wourrp ket b with the idea that teachers should have the
responsibility for what goes on an the class setting. However, there is
some question chout what role they should play in curriculum decision
making. where congral should Lie, During the twenti¢th century, one can
trace swings from control that is far removed from the classroom (in the
form of tlextbook writers, farge-seale reform projects. provineial or stutj
cducation otherals, board curnculum committees) to gontrol that is veste
with teachers, in their own serting (e, progressive and open education
movements ) Butaf on the face of things the pendulum has swung from
oné movement to another, the swings have been of unequal amplitude
since most of the formal curnculum development work has occurred out-
side of the classroom. Publishers, professors, policy makers, and pro-
fesstonals at curnculum making seemingly account forthe visible text-
hooks, pachares, guides and source materials that we value as curricular
goods. At the school baard level, curriculum consultants often decide on
the appropriate texts and packages for use in their jurisdiction. Teachers
sometinies sit on curreulum comnuttices, but it would appear as if the
classroom teacher has httle to do and say about curiiculum development.
However D owill wcwe in thes chapter thar although classtoom teachers
Py ot have an e ertdy darge role o ciree cidume development as we have
come to thunh ot they actually wield enormows influence on day-to-day
currac wum decosion making.

Conditions Affecting Teachers' Curriculum
Development Activities

A\~ aomeans for underaunding the dlassroom curriculum contexyl let
us recall from chapter 3 some of the conditions of professional lite for
the CLasstoom teacher. At the clementary level, a teacher typically spends

L
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most, if not all, of the school day with the same group of zipproxingtcly
20-35 children. At the secondary school level, teachers may encounter
five or more groups of a comparable size passing through each day. For
the teacher of jyounger children, there is the p()fcnti;ll for 30 different
curricular programs; for the secondary level teacher, the number of pro-
grams typically depends upon thesnumber of different courses taught.
Grannis also suggests that schooling imposes restrictions on a child's

ume. Not only are there formal laws that regulate when a child must be

in school, but thefe are also regulations rooted in tradition as well as
statute that help determine how the day shall be spent. The number of
hours spent on required subjects, the number of options available, the
number of resources avalable-—-all potentially temper how teachers and
students manage classroom time, _

A third influence on classroom life suggested by Grannis is the
expectation that téachers will foster literacy, This expectation is regulated
not only by governmental authorities but also b. many segments of the
public. often in a vocals way.! This emphasis on basic cognitive skills—
usually reading_and computing (and sometimes writing) —exerts pressure
tu find public ideutors of achievement, and schools have responded with
whotesile use of commercially developed, stande dized achievemen. tests.
And more recently, many stites hase mandated the use of specially de-
veloped tests of hteracy as a means of certifying the minimum essential
skills of high school students,

These three conditions help to provide a framework for understanding
the nature of curnculum: development activities of wachers: They help to
define the world of the classroom, the agenda both hidden and otherwise.
Given the complex nature of educational practice, it is simplistic to at-
tribute so much to so few factors, no matter how pervasive they appear
in therr influence. So 1T would suggest, additionally, that a teacher’s back-
ground may loem large as o potential. influence on curriculum develop-
ment activities. For evample, pedagogical training might influence a
teacher’s view of how classrooms work and how children are perceived
and treated. Although traminy in specific curriculum development activities
is the exception in preservice education, an emphasis in subject matter
training may influence a teacher’s willingness to participate in curriculum
development activity in that arca. OF course, the reverse may be true:

=4

" The fact of governmental regalations and public concern for basic skills
IS not. of course, a comnerdence. State departments of education. ministries of
education, and local boards of education reflect community pressure in the
rhetoric and substance ot guidelines. goals, and even resource materials. (See,
for example: Michael Kirst and Decker Walker. “An Analysis of Curriculum
Poacy Makir ™ Review of Educational Research 41 (December 1971); 479-
ST T cannot neglect public censorship of the curriculum. since this is a very
dramatic and puintul encroachment not only upon the professional’s respon-
sibility but ano upon control of decision making.

Ie;




178 CONSIDERED ACTION FOR CURRICULUM IMPROVEMENT

lack of confidence in a subject area may render a_teacher unable to
participate in all but a superficial way—Ileaving choices to others.,

Another way that a teacher’s background might influence his/her
curriculum development activity is the extent of his/her involvement in
curriculum activities at the schopl, board. state!, pmvmu.ll. or even na-
tiondl level Some of this involvement may be m:}chcd by the political
process that helps to delineate the centralization-decentralization mode of
educational decision making, i ¢.. whether teachers and local schools and
hoatds in fact have curniculum-making responsibility or there is centralized
control of curriculum work. And the amount of encouragement received
from colleagyes and administrators can influence the perceived rewards
for this twpe of involvement and possibly deter or encourage future
participation.

We can imagine a continuum of teacher involvement in curricular
work. all the way fram creating the total curriculum to serving as monitor
for already developed programs. Neither extreme has much basis in the
reahty of most teachers’ professional lives. What is cerfain is that teachers
are exposed tand ¢xpose themselves) to a variety of curricular situations
which call for some type of decision making. Just the choice of text or
program used (even though such material might leave no room for indi-
vidual chowees) mvolves teachers in curricular decision making. Let us
ook at some of the types of programs and consider how they affect the
teacher’s role iy this decision making,

Externally Developed Curricula and Their Effects

In tracing the most recent curriculuza history in North America, one
encounters the famihar tale of Large-scale cur}wulum projects having their
impetus in the launching of the Russian Sputnik satellite. While certainly
this interpretation s 4 pirt of the story, the part dealing with Targe-scale
pubhe tinancial support and a renewal of di.cipline-centered curriculum
cfforts.” 1t leaves the impression that centralized curriculum work started
with this event. But we know that textbooks have always exerted a strong
centralizing influence, that is, a few textbook writers have controlled the
curricular activities of millions g children. Novertheless, choices of what

programs and instructional strategies should be used involve such complex

professional, socialscultural, political, and economic considerations that
at any pointin time there are any number of options available to teachers.
In desenibing the role of the teacher in implementing the post-Sputnik,
dincipline-centered curriculum development projects, Grobmaun points to
the very real differences among the pm‘;ects “on their views of how
materiils should be taught, how much flexibility should be buily inte the
curniculum, how many choices teachers and students should/{avc. and

2 Danie! Tanner and Laurel Tanner, Curriculum Development (New York:
Macnutlan, 19785).
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whether all students should use the same materials.” * Rather than super-
ficially Judgmg all programs developed durning this era as having similar
organizaton, o, hehby structured with no chowee of sequence and seope
of activities und matenads. Grobman suggests that the ditferences are great
among these projects on ther detinons of curnculum and  that con-
sequently the tole teachers play an usme o project’s material is varied.
Su prajgects that conceve of the curriculum as a test, or as groups of
materal to be used with Wl students or for cach individual child, or as
anything and eversthing needed to achieve the goals, allow for a vatiety
of curnclilum deasion ke by teachers.

Although Grobinan's anadysis demonstrates the heterogeneity of “ap-
proach cor 4t least of the mtennons o the curriculum deselopers), the
et etfect ob these aree-seale curnculum efforts was a move toward
teacher-proot acoviny, e curnculum developed ina preordinate fashion,
wita hirtle opportumty cpereened or actual) for teachers to influence the
learning sitwation. What s important about this state of affuirs, of course,
is that teachers s the users have the ulimate word in what they do. They
not only have the choce of what msterials to use but of how they are
used  the subpedt matter components, the instructional  strategies, the
motvational aspects. Unwittingly, teachers may not understand the sub-
fect matrer content ot may have ditficulty adapting from a direct stvle of
tsttaction teoae saguiny -based approach. There may also be instances
where a teachey reacts o the imposition of s predetermined prosram by
consctoushy adaptize o s her situation, Ino myriad wavs, teachers alter
the intennons ot cutnicutum deveiopers. As Shell Oit would hase us believe
afew vears agss the tinal hlter has an important influence on performance.

It the Larze scales oxternglly developed curriculum packages have
been interprered as representing a teacher-proof curriculum approach,
there s also the extreme of cutticulum-proot teachers, This state of atfairs
oceuts with teachers who appear to have a built-in program device --one
that allows for remarkably sumlar implementation regardless of program,
tent, or gurdehne used Herron® has documented an example of curriculum-
proof teachine with observations on the mservice artempts of several laree-
suale saence proects te tanulanze teachers with the, rationale of cach
progran.

User-Based Curricula and Their Implications

Fexthooks and Largesseales externally developed enrricular programs
are but atew of the forms thar curriculum deselopment activities may
tihe. There v g range of activities that can be collectively viewed as

FHalda Grobman, Developmental Curneslan Progecn: Decision Points
amd Procevwes thtasea, fiE s Peacoch, 1970, p. 115

" Mashal Herron, ~On Teacher Perception and Cutricular Innovation,”
Curviculum Lheory Network 7 (1971): 47-51,
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locally based curriculum effoits. One can view such efforts as part of a
trend that waxes and wanes, depending on other ipfluential  sources of
cOrriculum-making activity e g, decentralization as a reaction to central-
ized curricwum control. Connellv? describes the tension between the two
modes texternally and locally buased) as “oscillations,” with one perhaps
being the dommant partner at any particular point in time. Consider this
hall of nurrors' The most recent “oscillation™ toward a more structured,
centralized approach to basie skills is a reaction to the pevecived laissez-
fasre. teachdr autonomy -based open schooling of the late sixties and early
seventies which in turn was o reaction to the highly centralized, discipline-
centeced programs of the fate fifues and middle sixties, which in turn was
a reaction to the dving, progressive education movenient of the forties
and tithies. .

Of course this desanption is an oversimplification of reality. At any
dme, there are any number of curriculum efforts taking place: professors
of educatton writing texthooks: foundations sponsoring multicultural cur-
rvulum modules: commereial curriculum committees translating state and
provincial wwdelimes: curngulum coordinators wotking with teachers to
deselop a program specually suited for a child having perceptual difticulties.

But how are teschers imvolved in curriculum development? It is naive
to expect that teachers should spend their time developing curriculum and
program materials. With some exceptions, teachers do not have the time,
resources, and troiomng to perform this role. To be sure, teachers are con-
stantly involved in developing outlines, lesson plans, objectives, exercises,
ennichment, .nd remedial materials, but often as a reaction to an ad-
numistrative directive or a specific problem situation. However, if few out
of the many teachers participate in curriculum  development work  as
external developers. all teachers are involved in modifying, adopting,
adapting, and otherwise translating already existing programs, materials,
and gwdelines. Tt s this function of teacher astuser that Connelly® con-
trasts wath the external developer.

Considening starting and ending points and methodology, Connelly
sees the external developer’s function as the elaboration of theoretical
notons of society, knowledee, teacher, and learner and the translation of
these vieps into curnculum materials: he sees the user’s function as
.lrtlL'lll.lU}n of vistons of spectfic instructional situations and the translation
into chassroom use. Teachers cannot swear allegiance to a program, they
can only be fathful to therr own situgtion. Now there is a problem
assoveated with fidelits o external developer intentions: a misunderstand-
iy of a program may lead to inappropriate use, regardless of how much
the teacher hnows a setting, But if a teacher knows the setting and is

o Michacel Connelly, " the Functions of Curriculum Development,” In-
terchanze 3 11972y 161.77.
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able to appropriately cadapt @ program to that sctting, then the user’s
intentions tuke precedence over the developer's,

Let us now consides conceptions or models of curriculum development
;md' w‘h.nt effects these have on teachers’ curriculum decisions,

Curriculum Development Models and Their Usefulness

Although Gay 1. chapter 7 nas already discussed several models of
curniculum: development. some attention will be paid here to several of
these approaches and some others with an eve toward the classroqm
teacher. Gay deseribed several onentations topard education that find
expression - possible approaches to curniculum development. She prk:-
seited four models: “acadenac,”™ “experiential.” “technical,” and “pralg-
matic.” As Connelly has suggested in chapter 6, the roots of these models
grow i the soil ot philosophy, Othess haves developed their own con-
ceptions ot opentations toward curriculum that have implications for de-
velopment. For example, Fisner” has posited five conceptions: “cognitive,”
“technologieal,”™ “subject matter rationalism,” “self-consummatory,” and
Usockl reconstrictionst.” Without much ditliculty (these can be identified
with the tour madels of Gay.

But us Gay pointed out in chapter 7, none of these models is “func-
tionally operational curnicuium practitoners will ot implement the model
inoats dealized or theoreucal form or emplos one model to the total
exclusion of il the others.”

The * icademic™ dpproach

OF all the models of curnculum deselopment, the Tyler Rationale
has receved most .nu..cr_mfm and s example of Gay's “academic™ model.,
Over the vears it has become adentitied as an objectives-based model ( with
techmical overtonesy . To read the education lterature over the last 15 or
soovears s to behieve that much of the curriculum development work uses
the Daler Rationale™ ws the major deternuner. But to say that the objec-
tves-based approach has been mbuentid we the literature s not to say
that most curniculum: development and teachers” curriculum activity  pro-
ceed with this model i nund. Theoretical support for this statement can
be found i the writings of Fisner Khebard, ™ Macdonald-Ross,'t and

4

THihe: Voner, The Educanonal bnagination (New  York:  Macmillan,
197

T Ralph Tvler, Bavie Prancaples of Cioncudiom and Imruction (Chicago:
Umiversity of Chicago Press, 1950,

*}sner. -

" Herbert Khebard, “The Tyier Rationde,™ Schonl Review T8 (February
1970y 239.72 _

TEM, M.tcdun.nld-Rm\'. “Behavioural Objectives: A Critical Review,” In-
structional Science 2 (1973): 1-82,
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Wise.' In fact, it might be fair to say that most teachers go about cur-
,ficulum making in a very intuitive fashion, with httle reliance on an over-
mhm mudcl nr highly artiulated conceptual orientation. '

~In adddtion to the rhetorie on what teachers ought to, do, there is a
small but growing literature on what teachers actually do. Several studies
have been conducted that bear on how teachers plan and the extent to
which objestives tigure prominently an their curniculum planaing. Clark
and Yinger.'' in thaeigr review of research on how teachers thinlg. sum-
marized several studies that bear on tedacher planning and made the point
that 1t 1s only since 1970 that such empirical work on the preactive phase
of teaching has been conducted. The picture that develops from  this
emerging rescarch s that teachers rely less on objectives than we have
been led to expect. Inastudy of teacher planning in English secondary .
schools, Tavlor'! found that in general, aims were of lesser importance to
teacher planming than were the needs of the pupil and subject matter;

Jeaching methods were viewed as least important. Also of little importance

to these teachers were evaluation and how a course fit with the curriculum
as o whole Specttically on curniculum planning a factor analysis of teacher
r:ltjlg\ also ndeated that aims and  purposes of  teaching were  less
im{mrt.mt than factors assoctated with the teaching context (e.g.. materials,
resources) and student interest. Tavlor's general conclusion was  that
course phinmmg appeared to be unsystematic with teachers who (by my
nference) were not certan what was expected of them in curriculum
development work. Using a sample of American primary school teachers,
Goodlad and Klem found simlar results showing the lack of centrality
of cducational ohjectives: “We are forced to conclude  that the vast
neonty of teachers anour sample was oriented more to a drive for
coveraee of certam matertal than to a reasonably clear perception of be-
havior sought an pupils.™

[he role of speattied objectives in decisions teachers made prior to
teaching was studied by Zahonk.'™ The responses for 194 teachers indi-
cated that from the followimye categornies of decistons (uh]cuuvu content,
activities, materals, duignosis, evaluation, instruction, and organization),
the greatest number in the sample (81 percent) chose pupil activities, The

1 Robert Wise, ~The Use of Objectives n Curricalum Planning.” Curricu-
lume Lieory Netaork S 19760y 28089,

“CChostopher M Clark and Robert T Yinger, “Research on Teacher
Thinking,” Curncadiing hupary 7 01977), 279304,

P Phbp H Lavlor, How Teachers Plan Ther Courses (New York: Hu-
manitics Press, 197

P John Goodlad and others, Lookiny Belund the Claosroom Door (Worth-
mgton. Olie Jones, 1974, po X,

*ohn Zahornih, CTeachers’ Planmimg Models,” Educational Leadership 33
1975y 134-39,
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decision most frequently made first surrounded content concerns (51 per-
cent), while decisions on objectives were initiated first by 28 percent of
the samplc From this rescarch we might infer that teachers do not see
that objectives are of prime importance in their curriculum decision mak-
ing. Zahonk also found. contrary to the integrated ends-means model,V?
seen by some as an alternative to the objectives model, that a miniscule
number of tc.uhcrs actually initiated their planning with a particular
activity in dnd. .

A second point that emerges from this literature on teacher planning
tends to support Lortie’s™* contention that craft pride for teachers is found
i the suceess of particular students and teachers’ relationships with stu-
dents. The important professional rewards for a teacher are, for the most
part. contained within the limited boundaries of the classroom—especially
since the teacher’s craft is marked by an absence of concrete models for
emulation, unclear lines of influences, multiple and controversial criteria,
ambiguity about assessmient cnteria, and instability in the product. When
a teacher tinds success with but one student, he she may believe that
his her day may have begn worthwhile after all, Perhaps we should not
be surprised that students’ needs and pupil activities figure so prominently
in the planming of teachers. The payvolff for teachers may not be so much
in tegms of general educational achievement for the greater good as with
special experiences for individual children. This finding may be in keeping
with Jackson's!" observation that teachers are more intuitive than rational.

A *Pragmatic** Approach

A decade has passed since Joseph Schwab lgveled his charge against
the curriculum field, supgesting that progress will be made only by placing
fess stress on theoretical tilk about curriculum and more on the reflexive
nature of curnculum problems as exemplified by what practitioners do.®®
What developed from Schwab’s diagnosis and preseription has been meta-
theorctical wrnting about the methods and principles of curriculum activ-
ity.“! Since the emphasis 15 on deliberative actions instead of theoretical

7 Fisner. ]

"Dan Lortie. School Teacher (Chicago: Umivensity of Chicago Press.
1975).

" Philip Jackson, Lire in Classrooms (New York: Holt Rinchart. 1968).

“ Joseph Schwab, “The Practical: A Language tor Curriculum,” School
Review 78 (November 1969): 123,

*Lan Westbury, “The Character of a Curriculum for a *Practical Curricu-
™™ Curriculum Theory Network No. 10 (Fall 1972):25-36; Warner Wick,
"Knowledge and Action The ‘Theory and Practice of “The Practical',” Curricu-
lum Theory Network No. 10 (Fall 1972):37-44; Joscptl I Schwab, Science Cur-
riculum and Liberal Educanon: Seiected Essays, eds.”lan Westbury and Neil
Wilkof (Chicago: University of Chicago Press, 1978).
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inquiry, the major.emphasiy should be decisions rather than knowledge
generation. s . ’ °.

As Westbury sugpests:

{t tthe character of the practical) sees doing and raking o e products
of shills und habits that use existing situations as the necessary fantelgdents to

awareniess of apparent gags between what should be and what is, then sec
solutions trom his understainding of what nught be done, and-finally movi
bring about change or improvement.®

Rewd:! argues that curniculunm tasks should be seen as problem-solving
sttuations? and he suggests that they should be viewed in the*wider context

-of problem salving in” public policy-muking arcas. Hlustrations of delibera-

tians in turnculum-making activities are offered by Fox® and Walker.®

Of what relevanee to our conceins with the classroom level is this
Upragnuatic” approach to curriculum activity? Schwab’s own intentions for
crnculum, deasion nuaking include a team of specialists representing the

- commonplaces (subjedt matter, milien, learner, and teacher), as well as

a general curniculum persor.* His model is more appropriate at the board
or exterml project level. Bur there are implications for the classroom
level in o wviewing curriculum development as problem-solving actiyity,
especially those problems which are not readily ameliorated by research
or caleulation. Curricular situations confront teachers with uncertain prac-
ucal problems. The process of deliberafion, entered into individually or

‘with others, helps “to denufy the questions to which we must respond,

establish prounds for deaiding on answers, and then choose among the
avatlable solutons ™ To the extent that tedchers can become sensitive
to this process of dehberation and recogmize the situational nature of
curniculum makig, they may become better decision makers.

But there s for me a problem with the notion that the study of what
twachers are doerg s our road to salvation. My concern lies with whether

~

Y lee Cronbach and Patrick Suppes. Research for Tomorrow's Schools:
Dosaplined Inguiry ror Fducanon (New York: Macmillan, 1969).

U Watbary, “Character of a Curriculum,™ pp. 30-31.

“CWalliam Rewd, “Practieal Reasoning and Curriculum Theory in Scarch of
a New Puradiem” Curricudum Ingquiry 9 (19791 147-207.

SSevmour Fove v A Practical Image of “The Practical’.” Curriculum
Theory Nk No To b gl 1972): 45-57.

“ Decher Walker, * Currreulom Development in an Art Project.” in Case
Modies ot Corncdume Change: Great Britwin and the United States, eds. Wil-
lam Rewd and Decker Walher tLondon: Roatledge and Kegan Paul, 1975).

T Joseph Schwab, < The Practical 3: Translation into Curriculum,” School
Review SEg1973). So1.22.

“ Red. “Reasonmg and Theory.™ p. 6: Reid calls these procedural prob-
lery winee they are amenable to solution by an applicable methodology.
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_ this approach ca ) best mi"'»rm us of what teacher$ of hght to be domg in
— - terms of curncufum praciices. While tradition should be honored in some -
SHUILONS, AW shnuld recogmze that it should not always be revered. Per-
haps these who are transk: g and developing the congeption of delibera-

_ tion jl“ enable us to have 4 process wher chy we mxg,ht better judge the
“oachions of teachuers.

. Two .*l,pprmu'lws to “Experiential™ ( -urriculum Develupmem

. - -

l’mgrmsuv/“prn ‘Im'enwnls. This orientation to curriculum h‘;s
its rooty 1n the progressive education era and has been manifested mote
recenthy an the open educat:on movement. Bncﬂv the argument for this
.lpprn.uh to curniculuny work converns the rupcu that teachers have, folr
the night of children to partucapate in decisions about their own educatian,
Vo coupled with o behef in the natural dcwlupmcnt of the child.*® One df .

the major dilemmuas assoaiated with this orientation is: How do teachets
traislate their respect for children ingo allowing them  decision-making
rupnn\lhlllt\ lo Matinze the point: “Yes, but do | have to do what[T -
want to do today?™ In his criticism of the progressive education move-
ment, Bode™ suggested that unless teachers tooh the respensibility fpr
creatively channehng chddren’s interests through teachers’ own profys-
stoni] experiences and judgements, the movement was doonied to failure.
Kohlberg and Mayers made the same point in their rejection of the
ronuntie conception of carncuium in favor of o developmental .um for
education. :

: < To what extent do teachers reflegy this “experiential™ approach to
curriculum work’ A\ teacher’s program ‘cﬂc‘cts the complex world of the
classroom: grganization of curricuium: instructional; strategics; various

“roles for cach of the actors: and oveanizational arrangements for bringing
together students, teachers, and matenials in o specitic context. According
to Hhll. " these dimensions of class life (4l into two categoriess procedural,
which speaks to the oreanizational life of the class (such as the size of
instructional groups, whether there are bells, where learning takes place);
and nermag e, which addresses the amount of freedom students have in
making decivions about class lite. The distinction between these two con-
cepts has imphications for understanding weachers” views of curriculum, It

.

< Charles Sitberman, Crivy in I/h Classroonn (New York: Random House,
l‘) 0y, .

) " Bovd Bode, Procrensn e Lducation ar the Crossioudy (New York: New-
sot, 19N

S hawrence Kohlberg and Rochelle Maver. “Development as the Aim of
Uducanon,” Harvard Fducational Review 42 (19721 44994,

"BV L What's tOpen” About Open Fducation! *in The Philosophy

ot Open P ducatien ed V. \\h;r}. tBoston: Routledgy wnd Kegan Paul, 1975),
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1S possible Tor g provram we be procedural without being nérmative, but
RorLitve would appeat o subsume procedural dimensions. Goodiad and
l'\&icm' n their nvestization of Ametican clissroons have ¢ven questioned
“l;:‘\hur procedurid SPCITTas Wil bemg implemented, since they found
few \Lances of cunnculuminnovations i use. Traub and Weiss.™ in their
sty u\I‘\-I{u- provean practiees of teachers from 72 wehools’ in Southern
Ontario ovoe a three sear period. tound evidence of procedural openness
but not 4 trace ot e lehers allowing students to be involved in decision
makmg. fet alone dlowing them to be the sole decision makers. What also
contes throush s thet teachers rely heavily on existing curgiculum mater-
nibs, but neither students nor @achers ehitge 10 making curriculum ma-
tertal toany appreciible extent. ¥

Graniis ™ has spevested that some form of joint teacher-student con-
trol s far better manitestation of huntanisic (“experiential™) education
than for aither teacher or chifd to he solely in control, What emerges for
me at feast s that some very exeeptional teachers can initiate and main-
tan an “eperiential” spPPrroach to their curriculum but that most teachers
cithar do not choose plf:l.m'vphxcull_v to follow such an approach, or their
ndenstandirg of open educanon, for example, suggests & misunderstanding
of what constitutes nanmatve openness,

1

Understanding Meaning, 1here i an cmur_ui.ng literature in the
cuttivulum el tha Bas been Fabeled “reconeeptuahist™ because its pro-
ponents ddler trom taditionalist™ who want to guide practitioners” gnd
Hrom “oomcepiind cmpriant . who seem o use the methods and pro-
cedures T the wenl s o woanvestisate curncular phenomena, often
Mo preds v wany oo Ctevoneeptuahsts” there is aomistrust of cur-
rent cnramum hory, whioh s seen s aMluenced by a technological
whoedors NG 15T Panar, the putpose of the “reconeeptualist” ap-

Proes s curnon®om e ey 10 understand thy guture of educational
CAPrRt e b e e el and existentil experience of the
Py Ao e g b erpending tanseendence, consejousnéss,  and
P R N RS Approach e with history, philosophy, und
Pt g

t oo [T

TR e e N L Dyienaons ol Procedural Openness in the
P S O emie it Schools.™ paper presented at the

| TP Vincnicane Psvchological Assoctation, ] aronty, On-

Bosondv co s Lo neaeement and the Consisteney of Pedagogical

Comtr “s N G N e o iterenth Steactured € lasstoom Scttings.”

L L RPN

R R A Y R sl Thoorioine  The Reconce ptualists
Berkotor NG et AERVITE
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. Van Manen suggests that hermencutics, the science of mtcrprctauon,

allows us to see curnculum as “the study of educational experience and

as the cnmmunu.nmc analysis of curriculum perspoltives, orientations and

frameworhs ™' But knowledge of alternative pe Spegtives is not enough.
Huabermas goes bevond the hermeneutic- -interpretive to the critical reflec-
tion of posably distorted ways of communicating meaning, He articulates

aendical theory that s selt-enlightening and includes *“the experience of

an emaicipation by mieats of cntical insight into relationships of power;
the objectivity of which has as its source solely that the relationships have
not been seen through. Cntical reasons gain power analytically over
dogmatic inhibition,” » )

How can a “reconceptualist™ view and, specifically, hermeneutics and
criticalztheory help us to address the issue of curriculum work at the
clissroom fevel? For the most part, curriculum persons who identify them-
selves with this orientation have been busy establis! ling a conceptual -basis
for their work At some point, however, the value for teachers of this
approach has to be demonstrated in two ways. First, it needs to be shown
that teachers can become’ more conscious of their practices from interpré-
tve and entical perspectives. This goal may not he easily achieved, for it
requires indmiduals to ke steeped in the art of citicism and in political
ideology . But the study of political ideology may not be enough for “libera-
tion™ from inequities 1n g system that they are so tied to.

Second, even af teachers can readily develop a heightened sense of
critical consciousness, there will still be the problem of whether such a
vansaioisngss can make o difference jncurnculum work., Will programs
quxhtntnj(\ retlect differences and will teachers heightened critical con-
sciotsnest fead oo mereased performance of children on those outcomes
most vafued (e commumcation shills)? The answers to these questions

will depend on the etlorts at translating theoretical conceptions into -

defensidle curnicutum nugerials, Some notable t\.lnlplt\ at translation are
otfered by Groun' tor wniting and the' social studies and by Gordon" for
mathemanes, At another Tevel, Vallanee™ otters an exgmple of the use of

Moy van Munen. Linking W avs of Knowing With Wayvs of Being Prac-

Head " Coonadamy Brgany 601977y 2%
Yhaureen Habermas, Fheors and Pracnce o ondons Heinemann, 1974), p.
o absodems Ancesdledie and Human iterests (Boston: Beacon Press.

AR

19" N

e hor enample Pinar. Cierwcuhon Theorizing, and Maeleine Grumet,
Carticnlim as Theatre Merely Plavers.” Curric eliom Iieqrary 8 N978): 37-64.

P Henny Guiowes Wniting and -Critieal Thinking in the Social Studies,”
Clerncdm Ioggeer s X019y 291 30

YOMLshal Gordon. Confhict and T iberation® Personal Aspects of the™

\l.lth\‘;!\.niu\ Eapenence.” Cruornicudum Ingquar= S,0197%).

“Ehrabeth Vallance. The Tandse. ipe ot “The Great Plains Fyperience':
An \pphuunn of Curnculum Critsaism,” Curnicudum Ingury 7 (1977); 87-105.
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agt critivism as a means of judging.curricylum materials. What are other

vs we can judge or evaluate curriculm ‘matérials or curriculum devel-
opment? What patt do teachers play in such evaluation? In the next sec-
tion I deal with these and related guestions, e

- .

: . )
Curriculum Development/ Evaluﬁtion and the Teacher’s Role

» What is meant by effe@iveness of curriculum development can be
answered only by asking far whom it is effective and toward what ends.
Persons with different roles may have different perspectives of what is
impogtant. What might be considered effective by a school board’s cur-
riculum consultant may differ from what might &e expected by a profes-
sional cugriculum writer or a-classroom teacher. J'he professional carricu-
lum writer mag be happy if a program sells; the consultant may be pleased
if a program tits in with the rest of the K=12 curriculum; the teacher may
be relieved if it fits his her subject matter concerns and keeps the chlldn.n
busy. ‘ : . ' _

Each group with an interest in-Curriculuiy_development may assign
different roles to the enterprise and. in turn, to Msevaluators. 1 ame de-
fining roles in the same sense that Scrivent® did wheh he differentiated
between roles and goals.in his classic essay on evaluation, Goals refer to
questions of worth; roles refer to the purpose for which evaluation may
be used. OFf course, the two are related since it is duﬂuux o conceive of
making a judgment of worth-of an entity without knowing ‘the purpose for

which it will be used. For example, a curriculum program may serve as.

uselul resource matetial for inservice work with teachers because it exem-
plities a particular approach toward the learner; it need not necessarily
be useful as o program™for a particuldr group of students. Again, different
individuals may take, and even expect, different things from the same
curniculum  development activities. Ben-Peretz" has suggested the term
“curriculum potenual” for the phenomenon. For some, creating the ulti-
mate materuls s of pruse importance;- for others, the opportunity  to
participate - deliberations may bé the major purpose for Lurmulum
development, Y ‘ P

Lhe evaluation of curniculum development at the gw(r:mm level is
frauehs with some of the sag diliculties i curriculum development itself.
First, jost as teachers are rarely mvolved in formal curriculum develop-
nent, they are raredy nvolved i formal evaluations of it To be sure,
teavhers make judgments about programs all the time; at-the very least,
they have anmntaitive sense of what works and what does not work. But

Y Lchael Sernven, " The .{icthndnlng,\ of Fvalnation.”™ in Perspectnes of
i Bsaluanon, od RO Stake (Chicago . Rand MeNuallv, 1967),

"Airam Ben-Peretz, “The Coneept ot Currtcalum Potential,” Curricudom
Theory Nemwork S (1975); 151-59, )

. 195




‘ L]

_‘..'. a . .,

. THE REALIFIES OF CURRICULUM WORK: HE CL‘ASSROOM Lever,” 189 °

_ this. of course, is not the whole story; for there may be many reasons why
R teachers are not wmpcllcd to either ‘systemuically judge=what they are
- using or even to raise questions about the process of determining how their
' programs are chosen. For example, teachghunay use materials because s
their board has investedemoney or time on§hen). So teachers’ involvement
- in the evaluation of curriculum will be more tuitive than systematic; and «
} this fact nay guarantee, that the de facto, not the de jurc. pﬁwyam will be
Jhodihed. r ¢
A second way in which fhe cntcrpr’ises of tvaluation ‘and curriculum®
dc\Nupmcm are sinulag 18 the disgrepancy betwekn abstraét conceptions
and bogoing practices. Over the last 15 years, the number of abstract con-
ceptions (or models) of the evalyation proeess has dramamally helped to "
create an tinstant dmnphm\ Texthooks on educational evaluation (as
opposed to measurement and evaluation texts which concentrate mi test--
ing) have helped to consolidite a number of these umwpt,udllzuuons into
several categories of models.* Just as with models of curriculum develop-
ment, examples of their tﬁl- are not casy to find. Again, ugefulness of -
models for educational pr.ume maty reside more in fheir consciousness- .
rasing attributes than in their imitative poggers. ‘

A Variety of Evaluation Models

. If not all evaluation models are equally useful as conceptions of eval-
Walion processes n general, it is safe to assume that even fewer are appro-
praate for curriculum development evaluation at the classroom level. Some
are developed for application at a gross or niacro level; others require re-
o sourves far bevond what is available in the typical clugs’setting: others may

not be responsive ta the idiosyneratic ways of different classroom contexts; )
sull others are e appropriate for some types of evaluation but not
others cand of ¢Mirse some are inappropriate for more than one reason).

Robert Stake * has developed a set of criteria for comparing the different
evaluation models. He has classified thg many conceptualizations eurrently
© ~ avalable into several appraaches: “student gain by testing,” "mstltu..tmml
selt-study” by statl” blue-pibbon panel.”™ “transaction-observation,” “man-
Cagement analysis.” instructional research.” “sogial policy analysis,” “goal-
free evaluation.” “adversary evaluatign.” To this list T have added the
connonseurship-enticism approach. Fable | presents my selective adapta-
ton of Stake's chart. ,
v Severgl of the models are simular in orientiation to the curriculum de-
velopment madels deseribed carlier in Gay's chapter. The “sfudent gain by
testine” maodel s, of course, digectly related to the most y/pulur example

' $torevample  Blune Wnr?hcn and James Sanders, Educational Evalua-
ten heors amd Pracuce (Worthigton, Ohio: Jones, 1973).
¥ Robert Stake.. “Program Fvaluation, Parncularly Responsive  Evalua-
ton.” i Occavional Paper Series (Kalamazoo: ‘ollege of Education, Western
Michigan University, 197S), paper no. §. .
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.of the “an.ddemiu" model of curriculum developmerﬂ—-the Tyler Rationzle.
Another dpproach that probadly fits within this rubric is the “institutional
- self-study by stafl.” The “technical™ model of curriculum development has
its counterparts ih the “management analysis,” ¥ “instructional research,”
and “social -policy analysis™ models. It is a little more difficult to find -
~evaluation models that are comparable to the “experiential™ model of cur-
riculum developmént; but with an emphasis on disc'osure of meaning, per-
haps the connoisseurship-criticism approach comes as close as any other.
‘The transaction-observation™ model, which emphasizes the disclosure of -+ .. |
contlicts in the values of participants, and “adversary ®valuation,” which
-stresses the testing of competing claims, come closest in fit to the “prag-
matic” model of curriculum development. 4 e
Abundance does nof necessarily beget practical riches. At the class-
room lavel, there are ¢pnstraints of time and even of willingness on the
part of teachers to formally use evaluation procedures, no matter how - N
- .xppmpn.xtu they might seem. A tcacher may employ a variation of the
“acadentic™ model by developimg objectives and using systematic evalua-
tion proudurcsﬁlf these delibecately test for the teacher's objectives. All .
too often, howc\%r. external examinations intrude upon such plans so that
the testing may be of someone else’s objectives (usually the test developer),
not necessarily those of the teacher. Perhaps the only other approaches
that teaghers have familiarity with are the “institutional self-study by staff”
and the “blue-ribbon panel.” Tronically, both of these approaches are con- E
cerned less with the outcomes than with the inputs (i.e., antecedent con-

. diions such s staff credentials and available resources) and with the
processes or transactigfs (such as pupil-teacher ratio and instructional
strategies employed by teachers). There are many examples of the use of
the “seif-study " model; but all have in common the purpose of making the
staff move aware of the quality of the resources of an #mstijution, presum-
ably s consciousness-raising device. Teachers have probably had less

+ experience with the “blue-ribbon panel”™ approach, except as the external
component of “institutional self-study.” * Perhaps the visits of area super-
intendents are the closest teachers might come to this approach.

There are two basic points that might be raised in considering eval-
uation of curniculum development at the classroom levcl." First, what is the

¥ The Phbl)clt.x Kappa Committee on Evaluation has acknowledged the
tntluence of systems' technology on its model. In addition, one member of the
committee couched a dcs«.nptlon of thc model in terms of an engineering
paradigm  See also, William Gephart, “The Phi Delta Kappa Committee's
. Fvaliation Maodel  One Member's View.” in Curriculum Evaluation: Potential-
iy and Realiyv, ed. Joel Weiss (Curriculum Theory Network Monograph Sup-
plement. 1971-72) pp. I'18-31.
 The vartorn educational acerediting agencies “in the U.S. (e.g.. North
Central Assocriion) and  the Ontario Ministry of  Education’s  Cooperative
Evaluatton Program serve as examples of a combination of selt-study and ex-
teenal committee study of institutions.

4
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fm.us of evaluation? Usually, we consider materials evaluation  and/or
“evaluation of the outcomes of the program. How much does looking at
these two factors tell us about curriculuim development? Are there other
legitimate aspects to consider. such as fidelity of instruction to. program?
And certainiy there 15 the ever present problem of whether curriculum
programs should be.evaluaced solely on the basis of student outcomes.

A second basic point concerns a fundamental point of ew about the

nature of ecducation. Should thé evaluation of curmulum development
start with preconceived ideas about the nature of the program or materials,
or should the program or materials be logked at only, in the context of
practice? The distinction between these two views lies at the heart of some
of the difliculties of a “top-down™ approach to development and is more
broadly related to distinctions between qualitative evaluation and quanti-
tative evaluation. One view suggests that you know what to lqok for, se-
gardless of context; the other suggests that CdLh classroom is like a finger-
'print with its own individual pattern that won't necessarily be predicted
from keowledge of other classes.

" Both of these two basic points open up a number of issues and prob-
lems worth considering, However, T have chosen to address but one of
them, the evaluation of curriculum materials hsing instruments designed
by someone other than the teacher hggause this area provides an oppor-
tu_nit_\ to explore some ditticulties teachers may encounter in evaluation.

Curriculum Materials Evaluation

There scems to be no end to the amount of published curriculum
canatertals available for teachers to choose from, One source has estimated

that over five thousand teatbooksqare available for just the four subject
areas of reading, mathcm_utiwncc. and social studies; over a half
miliion nonprint materials arc®on the market.* Of course not every teacher
or school proboard has direct access to these riches. Traditional practices
and financial limitations represent constraints on curriculum decision mak-
ing. Still, the potential choices are staggering.

How does a teacher cope with choice making? Are there I'L“.dll) avail-
able procedures, for evaluating already developed curriculum materials?
There have been two Lirge-scale continuing efforts at informing practition-
ers about materials. The Social Science Education Consortium (SSEC)
has deseloped elaborate checklists a% criteria (e.g., rationule, objectives,
evaluation, cteny for evaluating materials and has published sets of evalu-
ations of published programs as guides for practitioners.™ The Educational

Y Educational Products Information Fxchange, Educational Product Re-
port Noo Ta Report on a Natienal Se edy of the Nature and the Quality of In-
st tioead Muterials Most Used by Teachers and Learners (New York: EPIE
[ostitue, 1977 .

= Secral Serence Fducation Consortium, Social Studies Curriculum Mater-
taly Data Book 1Boulder, Colo.: SSEC, 1977).
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* Produtts Information E xchange (EPIE) also publishes reviews but is, per-’
- haps, more snphnsmaud' about providing linkages with the personal cle-
ment of decision making that lies with teachers. For example, ono of its
‘ -publications on carly childhadd programs provides not only reviews of
different materials but glso a frame@ork. for viewing the différent -dp-
pru.uhcs to carly childhood. 1 his type of Helpaallows practitioners to select

—————=-programs that more nearly fit their own context. Thus teachers can become
conscious of their own views on education and how ditferent curricula have
Mdifferent assumptions and starting points, ™ ‘
But not only the curriculum programs have different assumptlom and
: Startingspoints; so do the evaluation-instruments. All too often the unsus-

pecting user, assuming evaluation’ to be a value-free enterprise, accepts
wherever an evaluation procedure goes. However, evaluation is not value
. free, and evaluation instruments do reflect biases of the evaluator. Allow
me an example of how sucll bias may operate with te 'chers I teach a
graduate level course in evaluation of curriculum and instruetion. ‘In one
of the cluss assignments students have to use a rating form to evaluate two
soctal studies programs. One program is highly structured with objectives
stated to a high level of specificity and “organized sequentially; the other
_program contiins a series of enlarged photos with some broad questions
and activities contgined in a teacher’s manuai, The evaluation rating form3?
Seontiins g osenes of guestions on four construets: objectives, organization
of the matenal tre., scope and sequence ). methodatogy, and evaluation.
Each series of questions Jeads to a well-defined, seven-point rating scale
for cach construct. There s wlho an overall rating of the materials. Below
is o rating scale for objectives, taken from the Basl instrument.™ The scale
dlustrates quantitative rating for objectives. b

Objectives vague, unclesr or missing.  The ‘uhjccti\'c\ are stated clearly and
Those meluded not asetul Fads to in behavioral terms, Both general and
distingush between general and in- instructional objectives ‘are statoed in a
structional objectives, munes various  consistent coneeptuat framework. Ex-
npes of objectives, contusing to the  eellent, one of the best, useful for a
teacher. ‘ teacker. '
Inviariably, the ratings done by cach cliss demonstrate great differ-

cnces between the two programs, with the more structured program receiv-
ing on the averaee at least two points more than the less structured pro-

U Educationat Products Taformation Exchange. Educational Product Re-
©port Noo 420 Farly Childhood . ducation, How to Select and Evaluate Materials
INew York PP Institute, March 1972).

“*Mauriee Fash, “Reveloping an Instrutent for Assessing Instructional
Materrads," i Currcnldum Fvaluation: Porentality and Realitv, ed. Jocl Weiss
(Carnelum _Theory Network Mjogruph Supplement, 1971-72).
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‘gram. This result is no surprise since the criteria for the ratings indicate
. that the author of the instrument sees virtue in structure. .

After the students Rave completed the assignment, 1 ask them to close
their eyes, envision themselves as teachers contemplating both programs,
and choose again which one they would use. Generally more of those who
change their chowee change from the more structured to the less structured
of the two programs. In the ensuing discussion, usually several in the class
suggest that they were originally seduced by the rhetoric of the rating form
and that if T hadn’t asked them to make a second choice, they would have
stayed with the structured program, Since every story must have a moral,
it is this: if teachers are* to-fuse evaluation instruments to adopt and/or
adapt ctirriculum materiags. they must be prepared to evaiuate the evalu-
ation instruments as well.

Declining Envollment and Curriculum: The Next Two Decades

\\\’c are still thinking and acting as if the educational Sector is in a
peribd of expransion, Howeyer, in many jurisdictions there is (and will con-
tinue ‘to be for some time) a decline in both the school population and the
resources made availuble for the educational sector. Although the two do
not automatically go together, it appears as if politicians and educational
policy makers prefer to provide fewer financial resources for a smaller stu-
dent population. g

The imp:x'ct of these two conditiops has already resulted in closing
schools and hiring fewer teachers in many of the remaining schools. Over
the long term, how will this affect schoot programs?

It scems when professional educators do pay attention to the declin-
ing enrollment problem, they usually concentrate on the ~financial and
administrative problems. ™ However, recently a Commission on Declining
Enrollment set up by the Minister of Education in Ontario included a
Task Force on Curriculum, This fact provides at least one indicator of the
importance of program to the complex situation facing schools.5

The impact of declining enrollments and resources on curriculum can
perhaps be inferred from a consideration of their possible influences on
conditions of class life: crowding; emphasis on basic skills; and restrictions
ou . student’s time. What follows are my speculations which are offered as
a means of provohing thought on these crucial issues.

Fewer children may mean smaller classes, but nogageessarily. If the
pupil-teacher raio is kept constant, the crowding f¥eter does not change.
Furthermore, teachers may be responsible for split grades (at the elemen-

“Susan Abromowitz and Stuart Rosenfeld, eds., Declining Enrollments:
The Challenge orthe Connny Decade (Washington, D.C.: National Institute of
Education, 1975) .

“F Michael Connellv and Robin Enns, “The Shrinking Curriculum:
Principles, Problems, and Solutions,” Curriculum Inguiry 9 (1979): 277-304.
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tary level) or subject areas in which they may not have had training (at .

both the elementury and secondary levels). The former situation may de-
mand that the teacher offer a more differentiated set of curriculum offer-
ings wjthin i class, but the latter midy have the effect of homogenizing the
curriculum, Fewer teachers indicates not only fewer: courses or classes but
also a more restnicted vancty being offered. 1t is likely that oné of the
consequences of a restricted set of course offerings will be an 'in%lination
toward back to basics programming: i.c.. schools should concentrate on
what they can do best: provide shill training, Those arcas that are_often
seen as ol such as the arts and special programs, may be the first to
suffer. The amount of cliss ume may be influenced by this reversiof to
more required courses, Teaving less time available for options and choices.

In terms of specitic curriculum making, teachers may have {o rely on
existing materials, particularly on those already available within the class,
schpol, or poard since tevt and program changes are expensive. In turn,
there probably will be fewer new texts, programs, and materials since the
market for such curnculum goods will shrink. Teachers may also have
fewer consultantsto call upon since pressure to deerease administrative and
resource staffs may be even greater =than the call for fewer classroom
teachers. : '

Soothsavers may h;n'c#lil}iclilty predicting what the net effect of these
potential situations will b€ on teacher curriculum decision making. The
movement toward more centralized control of a svsteny, if only to be in a
posijon to deploy resources, could also Jead to more centralized curricu-
lum Control, or at least to an emphasis on common curriculum programs.
This situation might be very tempting for teachers who might find them-
selves teaching more diverse groups of students in nonfamiliar subjects.

"Bui as 1 have sugpeested throughout this chapter, even if teachers do not

decide upon the programs or materials, they do translate them consciously
or otherwise imto mmages that lg:-_\ are comfortable with. While the oppor-
tunity for personal growth may be greater under this changing tvpe of cd_u-
citional system. unless teachers are given time and appropriate profes-
siomal development tmade more diflicult with decreasing fesource staffs)y,
curricalum decision madang will continue to be a haphazard activity with
teachers no more infoimed about what they are doing than under condi-
tions of an expandine, ~ducational-sector. A diminished educational systém
can provide the hasis fa quality education. We may never again have this
opportunity for teachers g develop and understand their sense of purpose.
I'he time und the cnndil&\'\ are certainly right. But can the various edu-
cational publies, including cand perhips especially) ieachers, recognize
that teachers have control over curriculury decisions?

’ N
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o doir Wss Protesser, Ontano Institate tor Studieos i Education, Toronto,

Ontaro, € anada .

SLhe Invited Nuthors:

oA v Const Ty, Associate Protessor, Ontane Insttute tor Studies

 bdnoeen, Lesora, O, Canada

Friovay By Doctorad Canddote, Univetsts ot Toronto, - Toronto,
he e Canada

Fost e € Giassgs, Assocaie Protessor of Dducation, Teachers College, .
Colnatp Doasersetv o New York

Boren 1 Paioeson SW O Distnet Coondinator, Madison Metropolitn
Scrond D O bons Wiscotsi
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ASCD Board of Directors -
Executive Council, 1979.80 - B .

President: BENJAMIN P. EBtrsoLy, Assistant Superintendent, Curriculum and
Instructional Services, Board of Education of Baltimore County, Towson,

~~Murvland

- . .
President-Elect: BarBara 1. Day. Coordinutor o Euarly Chikdhood Education,
University of North Carolina Chapel Hill
Immediate Past President: DonNatp R, Frost, dssistant Superintendent,”
Community 'ligh School District 99, Administrative Service Center. Downers
Grove, Hlinois - . ’ .
JULIANNA L. BOUDREAUS, Assistant Superintendent, Division of Instruction and
Child Advocacy, New Orleans Public Schools, New Orleans, Louisiana
Dororuty T. Bryanrt, Coordinator ot bustruction, C hicago Public Schodls,
Chicage. Hhinois
GERALD BRYANT, Assistant Superintendent, Grand Ivland Public Schools, Grand
Islund, Nebraska ' .
LAWRENCE S, FINKEL, Supcrintendent of Schools, Chester Township, Chester,
New Jersey ’
DuaNe Gess, Assistunt Elementary Privcipal, Eust Rumapo Schools—Hillerest
School, Spring Vallev, New York
RAYMOND FLHENDEE, Superintendent, Park Ridge School.
Ridge. Hlinois
Aricr Viviax Hovstos, Director of Curriculm Services Department,
Oklchoma City Public Schodls. Okluhoma City, Oklohomy
CHON LABRitR, Elementary Principal, Dulce Indepen. . nt School, Dulce, New
Mexico
Mawzie R Sote M. Curriculum Coordinator, Instractional Plunning Center,
Sioux Fully Public Schuonds, St Falls, South Dakota
RONALD Stonauitt, Depury Supenntendent ot Instruction, St. Louis Public
Schools, St. Lowiv. Mossouri

District =64, Park

Board Members Elected at Large

(Listed alphabeticaliy : the vear in parentheses following cach members ngme
indicates the end ot the term of otlice.)

\lll\'l' O AL Uanveraey o Hawaed, Honolulu 1 1983)

JaMIs A BANKS, Univenity of Washington, Scattle (1980 p
MarTy M. Biou iR, Dade Counry Public Schools, Muaine, Florida (1982)
REBGBURNHAM. Univerary of Georgia, Atheny (198])

C. Lovts Crorose. Public Schools, Wesiwood, Muassachusepty (1983)
VIRGH CHALITRGY, U niversiey of Hawaii, Honolu (1981)

:\lu Ly Cowtes, Unmiversiy of Alabama, Birmingham (1982)

Matiir R Crossiry, Public Schools, Memphis, Tennessee (1982)
THronowrr J Czvikowsky, Public Schools, Muadison, Wuconin (1980)
B~ M HARRIS, University of Texas, Awstin (1980)

JOAN D). Ki Rt Leaza, Pubhic Schools West Hartford, Connecticut (1983)

' 24_1.1
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ARDEPLE L eWHELYN, California State University, San' Francisco (1981)
Frizast i S. Mant Ra, Arizona State University, Tempe (1983) ",
Bi ANCHE J. MARTIN, Boone-Winnebago Counties Schools, Rockford, Hlinois o
(1982) =
L 3 ‘ .
MaRvA GARNE R M1t eR, Rublic Schools, Houston, Texas (1983)
MarstA T O PERRUT, Public Schools, Memphis, Tennessee (1980)
Rovarp Srovaiin 1, Public Schools. St. Louis, Missouri (1981)
Bos Taytor, University ot Colorado, Boulder (1981)
Wit 1 1aM R, THoMAs. Public Schools, Falls Chuyrch, Virginia (L982)
G1orGIA Wan 11AMs, U nificd School District, Berkeley, California (1980)/
Unit Representatives td the Board of Directors
(Each Unit's President is listed first; others follow in alphabetical order))
.-\luh;nm.z. Gracr ROCKARTS, University of Alehama, Tuscaloosa; JAMES B.
Cospra, Univeraty of Alabama. Gadsden; Al vis HARTHERN, University of
Monevalle, Montevallo
- Alaski: FDE. (GeNE) Davis, Public Schools,* Anchorage; ANNA BETH BROWN,
Public Schools. Anchgruye \
Arizona: N¥1soN 1. HaGGeRSON, Arizona State University, Tempe; CHARLES
FaUst 1 Northern Arizona University, Flagstaf}; PAT Nas, University-of
Aricona, Tucvon
Arkansas: Haror p Miaset, Pulaski County Special School District, Little
Rock: Pint e B soNeN, University of Arkansas, Fayetteville
- Calitornia: ARt € 1. Cosra. Califgrnia State University, Sacramento; BILL
DREsSER, San Juan Unified School District, Carmichael; JESSIE KOBAYASHI, ‘
Murrav Unitied School District, Dublgh: Dorig PRINCE. Santa Clara County
Sqhools, Sun Jove; Ki N SANDERS, RicfLinda School District, Rio Linda; HELEN .
)\)\l Lt Cotan-Rohnert Park School District, Rohnert Park; MARILYN :
W*n R, Ly Virgenes {dified School District, Woodland Hills
ColSiado Rosirr Errsei RMAN, Boulder Valley School District. Boulder;
Dt | Grasast, Adwmy School District #1494, Commerce City; P. L.
SCHMEL 2R, Powdre School District R-1, Fort Collins
Connecticut- Netsiv PoQuissy HIL Regional School District #9, Redding;
Fow b Bot ROt 1. Public Schools, Fairfield: JoaN D. KeRriLESZA, Public
Schooly, W ”tlrl)l"d
Delaware. T Tine Avtess A ppoquinimink Scprool Distriet, Odessa; MELVILLE
WarrE N, Caprral School District, Dover
Distract of Columbra RoMaiNe THOMAS, l’u‘?»?i: Schools, Washington: PHYLLIS .
I Howssos, Public Schools, W ashington; A\u’lu v 1. IrBy, Public Schools,
Woanlngton
Flonda Awtutr 1 Liwas, University of Florida, Gainesville; CHAR1 l-.S W.
Gopwin, £ ec Corenny Schools, Fore Myers; RICHARD STEWART, Lee County
S froody, Fore Myvers, Ciskio1te FoeN UMBOL L2, (retired—-Hillshorough
Counny Schools, Tampas., Fallahassee
Georein Lot T McCovatons, CSRA/CESA. Thomson; 1R1s GOO1 SBY,
De Aalh County Schools, Decatur; Ross Mt ir, West Georgia (()"( v,
Carrllion
Haw:e bovst Boiisaa, Punahou Sghoal Honolulu; ANN-PORT, Hawaii
Department ot Lducation, Honoluly -
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;— — "« “ldaho: RK‘H:'I}.\RT. Baise Sturg Umiversine—Buise:; Bavi A. € ARROLL., '

- Public Schools, Boise
o Mlinois: BLANCHE . MarnIN, Bodne-Winnebago Counties Schools, Rockford;
=70 RODNEY BORSTaAn. Northern Hlinois University, DeXalh: Ay LAN DORNsEIF,
MuattesoiSchool District 62, Marteson*MARY ANNE E1 SON, Public Schools, ¢
Springfeld: Joun McGuoa . Unidersity 6 Hlinois, Urbana; LU EILLE WERNER,
t Peotone Unit Distriet 207-U°. Béotone R )
Indrana: Gioraia BowsaN, Public Schooly, Indianapolis; DONNA DELPH,
Purdue Universuy, Calumet Canygsios, Hammond: RICHARD Frarr, Public
Schools, New Albuny ’ ‘
cJowar ART HUINKER, Boevtern Dibugue .S'f"[l‘q_bl.s'.—I-'url(',v.' Lurner Kiskr,
o Public Schools, Ames; Jor 1 AMBERTL U/ ni 'erﬁ,\- of Northern lowa, Cedar Falls

Kansas: JAMES JARRE 1 v, Unificd School R¥rict S, Kansas City: PAUL .
NN l;w.r-.. Unified

KoenN, Unified School District 333, ( ‘oncordiu; 1
School Disxict, McPherson .
Kentucky: Wi 1AM Bot 1o, Clark County Pubhe Schoo
ERNEST H. GARNER, Public Schools, Bowling Greeny JACK
. Aennecky University, Bovhing Green

LouisiaMa: Mary Katt Sco1y, Public Schools, New Orfbans; DARRYL W,

c BOUDREAUX. St Mary Parnh Schools, Pattérson; CAvugfiNe JANES. Public .

Schools, Latavette ' . . .

*Mamne: KENNTIHE MARKS, Prblic Schools, Farmington; RiICHARD BABB,

Public Schooly, Auburn “

Marvhind: Tai sy SPaRKs, Anne Arundel Couney Public Schools, Annapolis; L

danicr Wickress, Marvlund State Department ot Education, Baltimore;

DiNNis Yousar v, dnne Arundel County Public Schools. Annapolis

Missachusetts Gusi Rt Bt iy, Public Schools, Lynnficld: Pavi. U, ..

CoNuDON, Springticld College. Sprinvficld; RoBrrt MUNNELLY, Public Schools,

Reading: COBURL G WL INGTON, Lincoln Filene Center, Tufts University,

.\.lc'(hur(/ o . e

Michigan. Groror T Wooss, Kent Intermediane School District. Grand

Ruaprds: TaMis T Lvary, Public Schools, Walled Lake: DAwin NEWBLURY,

Pubhe Schools, Flazel Park, STOART RaskIN, Public Schools, Detroir: P,

RaBINSON. Prblic Schools, River Rouge: VIRGINIA SORFNSON, Western

Michigan Univerary Gramd Rupids

Minnesor MERRU T CoFrtiar R, Pubhe Schools, Batialo: RicHarD D,

Kisteston nnersiy of Minnesera. Minncapelns; Fiosas Mynra, Public

AY] lh'“l\. ,.ilt”l'\'

Mississippr Cosrao Wik k. Hindy Jimor College, Ravoiond. NoRvi i,

BUrkt 1r, Movvevapm Staee University, State College

Missoun Vistiy Brioct R Public Scioods, Spnncheld: Wii11aMm R ANTHONY,

Prublic School Jetferson Cinv, ANt PRIC, Fablic S hools, St Lo

Montana L Roy CasvGrANDE . Mortana State Univensay, Bozeman,

. Winchester:
EAL, Western

Donan R W nroN. Public Schools, | ibby .
Nebrasha THOMAS NESNEsas, Public Schools, Omcha; P suak A KLILEY. *
Universey of Nebraska, Lincoln ‘

Nevada Wariy T Ku vtz Washoe County School Diviricr, Reno: Mi LA N
Kircnse v, Washoe Cownty Sc ool District, Reno

New Hampshire . Jotin ROBERUSON, Public Schools, Exeter: Fri b KING.
Fublic Schools, Eaceer
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New Jersey: FRaNK B TaGGaRD. Public Schools, Cinnaminson: MARY JANE

Dunt, Monmouwth College, Witong Branch; Cuarips J. GRipral b1, Township

of Ocean Schools, Oakhursy, Wi 1 fam R, Kievir, Moorestown Township

Public Schools, Mooreston n: NICHOLAS J. SEERRAZZA. Gloucester Township

Public Schools, Bluckwood .

New Mexico: GARFIEID GUINRRE 2, New Mexico State Departnvent oy

IRISTMAN, Public Schools. Albuquerque

New York: Marciy Ko, Pubhict Schools, Forest Hills; 3aMEs A, BFANE,

St Bonaventure Univenit . St. Bonaventure; THoMas E.'CURTIS, State -

University ot New York, 4lbany: ANTHONY DEiviio, State University College

ar Fredonia, Fredoma: Do p E. HaARKNE SS, Public Schools, Manhasset;

JouN HINLON, Riverside School, Rockville Centre: ROBERT SMITH, Lawrence

« Publie Schooly, Cedarhurst; GORDON E. VAN Hoofr, State Department of

Education, Alhany

North Carolina Jovar FoWasot i1, Durham County Schools, Durham;
Loecn e Bz store . Berne County Schools, Windsor; Roser1 C. HANES,
Chapel Hill Carrhoro Ciy Schools, Chapel Hill: MARCUs C. SMutn, Public
Schools, Sulsbury

North Dakota: Quins Brussos, The bmwrsm of North Duko!a,
Grand Forks

Ohjo: Tsostr T Prirr R. University of Akron. Akron: MicHAEFL BARNHART,
l’uhh( Schools, Trov: ROBERT BENNET t. Public Schools, Gahanna: ROBLERT T,
HouseaN. Public Schools, Avon Lake; CAROLYN SUE HUGHLS, Public
Sehools. Parma ' .

Ohlahoma Dw syse Corsas, fanam Ciry Schools, Oklahonia, City: JAMES
Rost Ris, Public Schools, Lawton; N11pa Ty Bow. Public Sz hools, Oklahoma
C'ity

Oregon Rea M TawNes, Public Schools, Portlund: May, 1, BRUNTON, Parkrose
Public Schooly, Portland; T ROSTEL WERIH, Public Schools, Gresham

Pennasvivania Jostes HO KNt Methacton School District, Fairview Villuge:
Pritie S Booaao, Charters Valley School District, Pittsburgh: Davip
Casent i, State Department ot Education. Harrisburge; ROBFRT FLYNN,
Cuprtol Area Intermediate Unit Schools, Lemovne: Joun R, Reriz, Wilon
School Dioveriet, West Lawn: JEANNE ZIMMERMAN, Eastern York School
Daoerict, Hell i '

Rhode Island - Nory Wt ke R, Public Schools, Warwick: Guy N. DiB1asio,
Public S 1eols, Cranston

South Carolina Jamis P NMasuarEvy. Horry County School District, Conway;
Mu tos Kisesos. Stare Health, Education and Human Services, Columbia:
Fosti R Ksaaitn . Srare Department of Fdication. Columbia

South Dakota Ronayn L Broke R, Public Schools. Sioux Fally; Pun. VIK,
Universiey of South Dakata, Vermuilhion

Tennessee Fraizane i1 RO Dase, Shelby County Schools, Memphis, Jack

Rowt RisFennewsee Department of Fducanon, Knoxville; EVERETTE E. SAMS,
Moddle Tennevsee State University, Murfreesboro

Lexas Gist Bryast, Public Schools, Corpuy Christi; M. GEORGF BOWDEN,
Pud i Schools. ot Rty BRy AN, Tewas Fastern University, Tyler; DEWEY
Mo, Public Schioals, Foo Worth; G ri STRADER. Public Schools, Houston

Utsh RoNan T HERMANSEN, Grunite School Dustrict, Salt Lake City,
Frorinot BartoN, Beber State College, Ogden
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Vermont. JiaN SNk, Public Schools, Burre: Jases Fi1zraTrick, Public

Schools, Hinesbury - *

Virginia: Fyioy~ Gramg, Public Schools, Che vapeske: EVELYN BICKAM,

Lynchbury Colleve 1 vuchburs: T ores Gir b Nt Publie Schools, Richmond; .
Bog L. SiucMoN, Public hool Richmend _ : : -
W.ashington. Roy R Rt N, Public Achools, Puy o; Francis HUNKINS,
Univensity of WakindTon, Seargle; CONNI KRavas, Waslungton State
Universuy, Pullmuan - .

v

West Virgigne Py ris Ost s tos, Logan Cognty Schools, on,'un BeTTY

L ive Nooogy, Mine r“ulllln School, Ke Yk 0T

Wisconsn. Kitii WNRow . Hamilion Se luml Duostrict, Sussex; MaRY ANN., °
ALLIEN. Public Schoob, Mugdlcton; RUssii \l()\l 1y, Sum Depurtment of
Public Instruction, Madivon e

Wioming: AR O Hit 0k RER, Prcblee Schools, Rock Springs; CHARLENE

Staasoict, WINS Fueditation. Cheyenne

ASCD Review Council A

Chairperson Harotp G, Saast . Univenity Protessor ot Education, Indiana
NUniversity, Bloomungton )
O. 1. Dwis v, Prore nfnr Currictthum and fnshuction, College of
Education, Univerans ol Fevay, Austin .
Loonmee GoJgroas. Aseciate State Superintendent for bistructional S‘cmu 5, . ’
Department ot Educarion. Adanat., Georgia ! L
CHares G Kisostos, Proc.pal. Thomas Fowler Jumor Hich School, Tivard,
(hrevon
Grisys Usruu, Depraty Superintendent, Curriculum and Instruction, School
Durice o) Uneversiy Cus, University City, Missouri

ASCD Headquarters Staff .

Gorpon Cawit i Fvecutne Divedtor

Rossvin S Brasorr Foaecurne Lduor

Rt T Lose Anocare Direg tor —
Rooskbserr Ryvtvuee Asseccare Directon

Ryviiy T Scuves Asvtant Director for Program and Kesearch
Jors Brytove  Buviee sy Manayer

Viraisey O Berissy  Adnanstratn e Assstant

Sakvie ARDINGTon, Toss Brast, Crary A1 Brritioi, Gavi b CROSSEAND,
ANNE S Dres, ANty Pitzeviran, Jo Josts, Trory T JoNis, MARIORIE
Nioak, Isoe B Maeas Aravrisy, Disorsit Manbox, FFRaNcrs MINDED,
NaNe Y Orsos ANy Reer, ROBIRT SHANNON, CAVROEYN SHELL., BARBARA .

NI, St brizast m Show, Briskty Tuoasas, Janis While, COLETIE A.

Wikl [aMs.
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Yearbooks .
Consiuered Action tor Cumwlun‘mprowmont
4 i610-80186) $9 75 Y
ucation for an Open Society

“\mro-notz) $8 00

Education for Peace Focus on ManRing
(610-17948) $750

Evaluation as Feedback and Guide
{610-17700) $6 50

Fesiing, Valuing, and the Art of Growing
Insights into the Affactive
(610-77104) $9 75

Freedom, Bureaucracy. & Schooi.ng
(610-17508) $&50

Wpioving the Human Condition A Curricular
Respqonse to Cntical Realities
(61C-78132) $975

Learning and Mental Heaith i1t the School
éﬂlo-l 7674) $5.00

Lite Skilis in School and Society
(610-17786) $5.50

Lifelong Learning—-A Humar. Agenda

(610-79180; $975

A New Look at Progressive Educaticn
(610-t7812y $800 - -

Perspectives on Curriculum Development
1716-1976 (610-76078) $9 50

Schools in Search ot Meaning
(610-75044) $8 50

Percewing. Behaving, Becoming A Nyw Focus
‘tor Education  (612-17278) $5 00

To Nurture Humaneness: -Commitment for

the '70's (610-17810) $6 00
Books and Booklets
About Learning Mater:als  (611-78134.  $4 50

Action gmarning Student Comaunity Service
Projects (611.74018) ¢250 -

Adventuning. Mastering, Ass0cating New
Stratagies for Teaching Crildren
(611.76080; $509

Beyond Jencks The Myth of Equal Schoaling
(611-17928) $200 :

Biingual Education for Lat-nos
(611.78142) %6 75

The Changing Curriculum Mathematirg
(811 17724) $200

Classioom-Relevant Research n the Language
Arts (611-78140) $7 50

Chinie al Supervision A State ¢f the Art Review
(611 80194) $3 7%

Criteria tor ¥haornias of Instruct.on
61112756} $2C0

Curriclilar Concerns in 3 Revoia! onary Era
(611.17852) $A 00

Curnculum Leaders improv.ng Thair inflyence
(611.76084) $4 Q0

Curtcglum Theery 611 271120 ¢7 0o

Dugrading the Graifing Mythg A P mer c°
Aiternatives to Grides ar-f Marks
(A11 76082) $6 00

Dftarant. ated Stafhng  (611.17924) 3350

Bisciphing tor Today s Chidren and Youth

B11 17314 $1 50
Edurational Accountabity Raynnid Benavinraj
Otjactves (611.178561 $2 50

Elemantary School Mathematicrs A Gu.de 1o
Curront Recedrch (811 °5056, 1 5n0

Elemantary S.hool Scoenin A Guufe tc
Currert Ressarch  (511.12726,

Ehiminabirg Ethnic Buas n instruct.ona,
Matarais: Comment and B:bliography
1611-74020) $325

Emerg:ing Moral D:mens.anrs n Socety
imohcations tor Schoonng
(611.75052) $375

Ethnic Moditication of the Curricuium
(811 17832) $1 00

Giotal Studies Problems and Promises for
Elamentary Teachers i811.76086) $4 50

Handbook of Basic Citzenship Competencios

<25

(811.80196) 84 75
Humanistic Educat.on Objectives and
Assessment (811.78138) $4 75
)y
<1

ASCD Pubilications, Spring 1980

The Humanities and the Curriculum
(611-17708) $2.00
* impact ot Decentralization on Curriculum:
. Selected Viewpoints (611-750 ‘ $3.78
Impro:ing Educational Assessment & An
Inventory of Measures of Affective

Betavior (611-17804) $4.50
|| internatic 1al Dimension of,Education .
(611-17816) $2.25
Interpreting Language Arts Research for the
Teacher (611-178468) $4.00
| Ltedrning More About Learning
! (811-17310) $2.00

Linguistics and the Classroom Teacher
(811-17720) $2.75
A Man for Tomorrow's World
(611-17838) $2.25
! Middie School in the Making 0
. $611-74024) $5.00
The Middie Schoo! We Need .
(611.75080) $2.50
Moving Toward Seif-Directed Learning
= (811-791 $4.75
Multicultural Bfucation: Commitments, Issues,

.and Appiigations  (611-77108) $7.00
i©  Need3 Assessghent: A Focus for Curriculum
4 Deveioprient  (611-75048) $4.00

Observational Methods in the Classroom
| (811.17948) $3.50
Open Education: Crtique und Assessment
i (811-75054) $4.75
} artnars: Parents and Schools
(611.79168) $4.75
Professional Supervision for Professional
Teachers (611.75046) $4.50
* Removing Barriers to Humaneness in the High
i School  (611-17848) $2.50
1 Reschooling Society: A Concsptual Model
i (611-17960) $2.00 .
ij  The School of the Future—NOW
t (611-17920) $3.75
if Schoois Become Accountable: A ~ACT
1
|
|

Approach (611-74016) $3.50

The Schoo!'s Role as Moral Authorlity
(811-77110) $4.50

Selec....q Learning Experiences: Linking
Theory and,Practice (611-78138)

Svcial Studiss for the Evolving individual
(611-17952) $3.00

Stalf Development: Staff Liberation
(611-77108) $8.50

Supervision: Emerging Profession
(611-17798) $5.00

Supervision in a New Key (611-17926) $2.50

* ~ Supervision- Pergpectives and Propositions

- {611-17732)  $2.00

What Are the Sources of the Curriculum?
(811.17522) $1.50

Vitalizing the High School  (611-74026)

$4.75

l $3.50
Developmental Characteristics of Children and

Youth (wall chart) (611-75058) $2.00

|
|

|

, Discounts on quantity orders of same title to
single address: 10-49 coples, 10%; 50 or mors
i| coples, 15%. Make checks or money orders
i, Paysble tc ASCD. Orders tolaling $10.00 or
| lers must be prepaid. Orders from Institutions
& d businesses must be qn ofticial purchase
] order form. Shipping and handling charges will
be sdded o billed purchass orders. Please be
sury (o Vst the stock numbcr of each publica-
b.. W0, shown in parentheses. .

i Subscription to Educetional Leadership—$18.00
i & yoar. ASCD Membership duss: Reguisr (sub-
| scription [$15] and mook)—snoo 8 year;
i Comprehensive (inc subscription {$15)
and yearbook plus other books and bookiets
distributed during period of membership)—
$39.00 a year.

Order from:

Association for Supervision and
Currigulum

228 North W, Street

Aloxandria, Virginla 22314




